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ABSTRACT 
This dissertation is an exploration of the literacy practices of selected French-speaking 
Cameroonian immigrant families living in Johannesburg, South Africa. Since the dawn 
of democracy in South Africa, Cameroonians have been migrating to this part of the 
world, in search of greener pastures. As Francophone Cameroonians migrate to South 
Africa, their children have to school in a context that is predominantly English or the 
indigenous languages in which they lack proficiency.  
Guided by a sociocultural theory of learning and the New Literacy Studies (NLS), and 
supported by the view that "literacy is a social practice", this study examines some of 
the literacy practices of Cameroonian immigrant families living in Johannesburg as 
well as their potential contribution to school literacies. Language was highlighted as a 
hindrance to communication in the school context as well as a hindrance to academic 
achievement for these immigrant learners. 
This study was conducted at the homes of Cameroonian immigrant families as well as 
in two public schools in Johannesburg. At the homes, six mothers and six children 
were observed and interviewed. At schools, learners were observed and interviews 
were conducted with three language educators and one school principal.  Qualitative 
case studies were utilized to establish the literacy practices of Cameroonian immigrant 
learners in Johannesburg. The data was analyzed using content analysis.  
The study contributes to enlightening educators on the literacy practices of some of 
the children they teach. Such knowledge is vital in assisting educators and educational 
stakeholders to understand why some children are more literate than others.  
 
KEY WORDS: Immigrants, literacy(cies), literacy practices, literacy events, literacy as 
a social practice, Cameroonian, sociocultural theory of learning, New literacy studies, 
home literacy practices, schooled literacy, language(s). 
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CHAPTER ONE  
 
THE AIM AND CONTEXT OF THE STUDY 
 
1.1. INTRODUCTION 
Polese (2017: 164) views migration as "the movement of a person or a group of 
persons, either across an international border or within a state. It is a population 
movement encompassing any kind of movement of people, whatever its length, 
composition and causes. It, includes migration of refugees, displaced persons, 
economic migrants and persons moving for other purposes, including family 
reunification". According to Vigouroux (2005: 243) migration is "a physical motion from 
one location to another that is a change of physical and geographical space". 
Nevertheless, Vigouroux (2005: 243) explains that "not all geographical movements 
should be regarded as migration, for example, a movement from Chicago to Atlanta is 
not considered as migration, but relocation”. She views immigration as crossing 
national borders, as defined by international laws.   
Based on the definitions thus far, immigration can be viewed as a social construct. It 
involves the movement of people from one country to another.  People migrate for 
numerous reasons, for instance, in search for jobs or higher wages, and/or in quest of 
quality health care and education. Others migrate due to religious and tribal 
persecution and civil wars in their countries of origin. When people leave their home 
countries, they may leave behind their families, friends and support network. 
Alternatively, their children, spouses and other family members may accompany them. 
Stroud & Prinsloo (2015: 73) assert that "language and literacies travel, carried by 
people on the move, borne by artifacts and embedded in assemblages and networks 
of contact". Migrants bring their own languages and cultures and are ready to integrate 
into the host population. However, on arrival in the new country, immigrants encounter 
challenges, such as difficulties in learning the language of the host country, as well as 
difficulties in acclimatizing to a new culture. Immigrants may also encounter hostility 
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from citizens who perceive them as a threat to their communities, hence it is likely that 
they will find it difficult to integrate into their new place of dwelling.  
 
In spite of the challenges that immigrants encounter in their new place of dwelling, 
many people continue to migrate from their motherland to other lands of perceived 
opportunities such as Europe, the United States of America and, most recently, South 
Africa. Vandeyar (2010: 347) notes that, since the dawn of democracy in 1994, South 
Africa has become the center of attraction for many immigrants, who view it as a new 
land of opportunities. According to Statistics South Africa (2014: 38), "6,801 
permanent resident permits were issued to nationals from 114 countries in 2012. 
Among the ten leading countries issued permanent residents were Zimbabwe (28.5%), 
the Democratic Republic of Congo (8.6%), India (7.4%), Nigeria (6.9%), China (5.4%), 
United Kingdom (3.8%), Lesotho (3.1%), Pakistan (2.8%) and Cameroon (2.4%)". It is 
important to state that, the immigrant population from these countries now constitutes 
part of South African society and their children need to be given equal attention in 
education. Kajee (2011: 434) asserts, "the educational system of South Africa should 
serve not only citizens but immigrants that are entering the country for different 
reasons". 
 
Cameroonians primarily migrate to South Africa for socio-economic reasons and for 
education.  Echu (2004:19) states that "the Republic of Cameroon is a multilingual 
country comprising some 247 indigenous languages, one lingua franca (Cameroon 
Pidgin English) and two official languages (English and French). These official 
languages are the heritage of Franco-British rule in the country between the end of the 
First World War and Independence". However, Echu (2004:19) argues that these 
figures do not accurately reflect the diversity of languages within the national borders, 
as dialects are included in the tally of different languages, hence inflating the number. 
Nonetheless, multilingualism in Cameroon is even more complex than it is in South 
Africa. Achimbe (2005) highlights that, even though Cameroon has both English and 
French as the two official languages, the country owes a significant debt to France for 
various aspects of its culture, borrowing as it does heavily from the cuisine and fashion 
of the country. 
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The focus of this study is the home literacy practices of French-speaking Cameroonian 
families living in Johannesburg.  Because French-speaking Cameroonian immigrants 
speak a different language from those spoken in schools in South Africa, there is a 
high probability that Cameroonian immigrant children will encounter language and 
socialization problems in the South African school context. According to Osadan & 
Reid (2015: 210), "language difference is a significant barrier for students from 
Portuguese or French-speaking countries who must continue their education in 
predominantly English-speaking South Africa”. 
 
Furthermore, parents play a critical role in their children’s education by assisting them 
with school work. However, if the parents of these immigrant children are unable to 
speak English, they may not be actively involved in their children’s education. Because 
English is the medium of instruction in most public schools in South Africa, Delgado-
Gaitan (2012: 305) aptly points out that, “how schools operate comprises a type of 
literacy that parents need to understand to successfully participate in their children’s 
schooling”. Therefore, if immigrant parents do not understand the literacy of the 
school, they will be unable to communicate with the educators at school as well as 
assisting their children with schoolwork.  
 
As previously stated, the primary motivation for most Cameroonian families to migrate 
to South Africa is to improve the standards of living of their families and to provide 
quality education to their children. Ironically, these immigrant children are immersed 
in a school system which is encountering a crisis in literacy, (Spaull, 2017) as reflected 
on a number of local and international literacy assessment tasks. There are numerous 
indications from research that South African learners perform poorly in reading and 
writing. Plüddemann (2005: 203) asserts, "the literacy levels in South Africa are 
notoriously low which is related to the failure of the education system to cater 
adequately for African-language speakers and its failure to develop reading and writing 
capacity".   
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Research conducted by the Progress in International Reading Literacy Study (Howie 
& van Staden et al, 2006), hereafter referred to as the PIRLS study, indicates severe 
underperformance in reading, with Grade 4 learners achieving an average score of 
253 and Grade 5 learners scoring an average of 302, while the international mean is 
500. South Africa participated in the PIRLS for the second time in 2011 and learners 
still underperformed in reading as compared to other countries. The report revealed 
that Grade 4 learners in South Africa were still underperforming at a low level 
compared to their international counterparts. Only 71% of learners were able to reach 
a basic level of reading and attain a low international benchmark. The study also found 
that there was a significant gap in scores between girls and boys, with Grade 4 girls 
outperforming boys in South African schools. 
 
The result of the Annual National Assessment (ANA)1 examination, as reported by the 
Department of Basic Education (2014: 3) indicates that "in the transition from the 
foundation phase to the intermediate phase learners find it difficult to handle the more 
technical aspects of language such as parts of speech, progression to more complex 
tenses and more creative writing. This learning gap further affects learner’s abilities to 
comprehend academic texts". Moreover, the results of the ANA (2014) indicate that 
the performance of learners in the senior phase requires immediate and radical 
intervention. Performance in mathematics and languages is below the minimum 
promotion levels of 40% and 50% respectively (Department of Basic Education, 2014). 
These results confirm that there is a crisis in literacy in South African schools. As 
Soudien (2007: 188) argues, "the system, it should be boldly acknowledged, is not 
working for the majority of South Africa's children". The system referred to, is perhaps 
the mainstream-centric curriculum that does not appear to be adequately supporting 
the majority of children nationally. Furthermore, "the PIRLS study also found that in 
South Africa and internationally, a persistent gap in reading achievement between girls 
and boys remains, with girls outperforming boys" (Howie et al., 2011: 42). The PIRLS 
(2016) results reveal that 78% of South African learners in grade four cannot read for 
meaning. In other words, 8 of 10 learners in grade four cannot read for meaning.  
                                                          
1 ANA is a tool used by the Department of Basic Education in South Africa, to identify the challenges that 
learners are facing and to assist in planning appropriate intervention to improve literacy and numeracy. 
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These results are evidence that the literacy crisis is actually more serious than 
previously thought. More recently, the 2017 PIRLS reveals that 80% of Grade 4 
learners in South Africa cannot read or write (Chamber, 2017). This imply that most 
learners cannot read well enough to succeed in subjects across the curriculum. 
 
These findings suggest that the inability to read and write competently on completion 
of primary school can undermine performance at high school and spill over to 
university as well. The result is children may obtain a certificate, however, they are not 
well educated. As observed by Hull & Schultz (2002: 52), "schools still have not 
succeeded in improving the educational experiences and life chances of the vast 
majority of children, adolescents, and adults. Indeed, the gap between those deemed 
literate and those labelled as poor readers and writers and performers at academic 
tasks has widened significantly". In this study, I argue that integrating the home literacy 
practices of minority children into the school system may contribute to improving the 
literacy achievement of learners. Campano (2007: 14), explains, "by drawing upon 
their own experiences, values and literacy practices, immigrant children and refugee 
families can become effective agents in their own educational development". Hence, 
it is important to study the “funds of knowledge” (Moll et al., 1992) that are embedded 
in homes and communities of minority learners, which serve as filters to acquiring 
academic literacy.  
 
From this point of view, the educator should explore ways to understand the social 
and cultural worlds within which learners have developed. This study is underpinned 
by Vygotsky's (1978) sociocultural theory of learning, as well as being framed in New 
Literacy Studies (1996). Vygotsky (1978) argues for the importance of incorporating 
the social and cultural world of children in the learning process. The New Literacy 
Studies enhance our understanding that, in addition to reading and writing in English, 
there are many other languages and ways through which human beings process and 
make meaning in life (1996). Hence, scholars of the New Literacy Studies regard 
literacy as a social practice and not only a skill to be learned at school. Based on the 
view that literacy is not solely school-based, researchers of the New Literacy Studies 
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(1996) have come to the realization that literacy cannot be limited to reading and 
writing only in the school context. These scholars argue for the importance of 
recognizing the social and cultural contexts in teaching and learning. It is from this 
sociocultural environment that the individual acquires the tools, symbols, and 
strategies to manage the learning process. 
 
1.2. PROBLEM 
There are major challenges to the integration of Cameroonian children in South African 
schools that unwittingly place these children at a disadvantage. As noted by Kerfoot & 
Tatah (2017: 37) “migrant families bring with them children who are generally invisible 
in educational research or official statistics yet often bear the brunt of integration 
pressures as they enter the turbulent environments of post-apartheid schools”. The 
problems encountered by Cameroonian immigrant children in South African schools 
can be viewed from two perspectives. First, the Anglophone Cameroonian is likely to 
encounter problems because of his or her lack of competence in the indigenous 
languages spoken in South Africa (such as isiZulu, isiXhosa), while the Francophone 
Cameroonian is doubly disadvantaged because of his or her lack of proficiency in 
English, as well as any of the indigenous languages of South Africa. As Cook (2008) 
argues, language is ever-present and increasingly important in our daily existence. It 
is inextricably bound up in expressions of reason and emotion and entirely 
instrumental in forging connections with other people as well as defining ourselves. 
Therefore, the inability of Francophone Cameroonian immigrants to speak English 
may lead to low academic achievement. 
The practice of code switching by teachers constitutes part of the problem for French, 
as well as English-speaking Cameroonians who do not speak the indigenous 
languages of South Africa. Because most teachers in public schools code switch to a 
local language (for example, isiZulu or isiXhosa) to explain concepts to learners, this 
places most immigrant learners at a disadvantage. 
Another spectrum of the problem is the disjuncture that occurs when Cameroonian 
immigrant children step into the South African classroom context and are instructed in 
a different language from that spoken at home.  Congruence between home and 
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school literacies is important for learning given that the home is where children first 
encounter literacy. Blackledge (2000: 7) explains "where socio-cultural congruence 
exists between home and school settings children have a greater chance of academic 
achievement, and parents who know about the school's expectation and how the 
school runs may support their children better than those who do not". Conversely, 
where there is little congruence between home and school, the challenges of learning 
can be compounded.  Street (1995: 104) aptly points out "at home, there may be 
alternate varieties of literacy practices than the dominant literacies associated with a 
school, but these may be undervalued or disdained as inappropriate literacy”. This can 
result in an array of serious oversights, ranging from students’, "knowledge and 
experiences not being validated or legitimized" (Nieto, 1999, cited in Gregory et al., 
2004) "to children whose personhood is not being celebrated being themselves viewed 
as defective" (Delpit, 2002: 41). When a child's knowledge is not validated, it inculcates 
a sense of inadequacy and unworthiness in the classroom community of that pupil. 
The confidence and self-efficacy of these children are destroyed, and consequently, 
they cannot learn. 
Furthermore, Chow (2006: 2) argues, "proficiency in English is a major consideration 
in the necessity, rapidity, and ease with which immigrants adapt to a milieu dominated 
by English". From this statement, the following points could be attained. First, 
immigrant children are under immense pressure to assimilate to their new 
environment, which may prompt them to desert their home languages and cultures in 
favor of the dominant language of the school. The result could be a crisis around 
identity, as Blackledge (2000: 12-13) reminds us "in order to acquire literacy in the 
majority language the learner will have to adopt some of the cultural behaviors and 
values of the majority and risk sacrificing cultural group identity". 
Second, immigrant children who are unable to speak the official languages of South 
Africa are likely to be excluded from school discourses, which suggests that immigrant 
learners could potentially be silenced or alienated. Vandeyar (2010: 350) agrees, 
“when immigrants are deprived and destitute of the basic tenets of language in a 
community, there is a possibility of exclusion". Therefore, without proper language 
proficiency in English, academic excellence is unachievable, and social injustices as 
well as inequity are perpetuated. Therefore, to achieve equity in South African schools, 
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policy-makers and educators need to consider drawing on some of the home literacy 
practices of minority learners in the school context. Transformation and equity are 
likely to be promoted when the languages, cultures, and literacies of the families are 
acknowledged, appreciated and used to empower families, schools, and communities 
alike. As stated by Haneda (2006), the onus is on the school to validate and celebrate 
the cultures and languages of immigrant children, effectively building a bridge between 
the child’s two environments that can support learning.    
Another facet of the problem is, as a Cameroonian immigrant parent and teacher, I 
have observed while teaching at a high school in Johannesburg that some immigrant 
children do not socialize with their local peers during break time, probably because 
they do not speak the same language or share the same culture. My observation aligns 
with Qin , Way, & Mukherjee’s (2008) argument that,  
"the transition of immigrant students into the host country is influenced by a 
number of factors such as discrimination, harassment, attrition, isolation, 
language barriers, social standing, cultural changes, social change, teaching 
styles, school environment, academic standing, sense of belonging, and 
identity" (cited in Vandeyar, 2010: 343).  
If immigrant children are isolated at school due to their inability to communicate in the 
indigenous languages of South Africa, it becomes difficult for them to integrate into 
their new society. Apart from the observation in the school context, as an immigrant 
parent in South Africa, I have experienced how language becomes a problem to 
communication with my interaction with citizens in hospitals, shops and in social 
functions because of my inability to communicate in the indigenous languages of 
South Africa. It is therefore my interest to examine how French-speaking Cameroonian 
children cope in South African schools.  
 
1.3. RESEARCH QUESTIONS AND AIMS 
This study focuses on the literacy practices of French-speaking Cameroonian 
immigrant families who live in Johannesburg. Most of them, in particular the children, 
have to learn a new language, English, to facilitate communication in and out of the 
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school context, in order to further their education. The Language in Education Policy 
in South Africa (Department Of Education, 1997) promotes multilingualism. That is, 
learners have to learn their mother tongue and a first additional language. This policy 
is motivated by a desire to maintain a home language while providing access to an 
additional language (Department Of Education, 1997). Hence, from grades R-3, 
learners have to be taught in their mother tongue while their first additional language 
is introduced gradually. English is the dominant language of instruction in most public 
schools in South Africa. However, the Language of Education Policy does not seem 
to have benefitted most learners in South Africa as tests indicate (Du Plessis, 2006: 
29). More recently, in (2017), PIRLS results reveal that Grade 4 learners in South 
Africa perform poorly in reading. These results suggest that there is the need for 
schools to consider incorporating the home literacy practices of children in classroom 
activities. 
 
1.3.1. RESEARCH QUESTIONS 
The following main research questions will be addressed in this study. 
1. What are the literacy practices of French-speaking Cameroonian immigrant 
children living in Johannesburg? 
 
2. How can the literacy practices of French-speaking Cameroonian immigrant 
children contribute to teaching and learning in the South African school context? 
The main aim of this study is to examine the literacy practices of French-speaking 
Cameroonian immigrant families living in Johannesburg, South Africa. In order to 
realize this, the objectives set are: 
  To identify the literacy practices of selected Cameroonian children and their 
parents in Johannesburg. 
  To establish the challenges encountered in schools by Cameroonian 
immigrant children in Johannesburg. 
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 To ascertain how schools cope with immigrant children’s literacies. 
 To identify how the home literacy practices of these immigrant families can 
contribute to learning at school. 
 
1.4. RATIONALE 
There are three main underlying reasons for this study. First, stories of migrants and 
refugees have been prominent in news reports in South Africa and the world at large. 
Often, these stories paint a negative picture of migrants. For instance, some migrants 
have been classified as undocumented, and illegal while others have been classified 
as homeless. As immigration issues continue to feature in the media, this prompted 
my interest in investigating how immigrant children from French-speaking countries 
such as Cameroon, navigate the South African schooling system where the language 
of teaching is predominantly English. Despite, the fact that migrants have been the 
subject of multiple news reports, very few studies have been conducted on their 
literacy practices, therefore, this provides part of the rationale for this study. 
Second, there is no policy that caters for the language issues experienced by 
immigrant children in the educational context. Because of this, a deeper understanding 
of the nature of the transition from home to school is often missing (Delgado-Gaitan, 
1991:  23). The challenges encountered by Cameroonian immigrant children in the 
process of transition from the home culture to a new culture of the South African school 
context is significant and is therefore another part of the rationale for this study. 
Research in the area of immigrant literacy practices has the potential to assist 
educators and stakeholders to understand why some children do well in literacy, 
others do not, and to seek ways to address these problems so that all children in South 
Africa can attain the literacy skills needed to succeed in today's economy. 
Third, most Francophone Cameroonian parents speak a language different from the 
language of instruction at South African schools, which is often English. It is my aim 
to find out how they assist their children with homework and how they communicate 
with the teachers of their children. The importance of this study is to portray how a 
knowledge of immigrant literacy practices can contribute to the teaching and learning 
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of language in school. When children have good literacy skills, there is a propensity 
for good academic achievement. Hull & Schultz (2003: 116) argue cogently that, 
"teachers are more likely to succeed in teaching academic writing if they make an 
effort to understand and value the variant styles of language manifested in the kinds 
of writing that people do in the communities". Studies such as those conducted by 
DaSilva-Iddings & Katz (2007) have shown that when families are involved in the 
education of their children their academic achievements and language skills improve.  
As claimed by Hull & Schultz (2002: 53), “there is no better time for literacy theorists 
and researchers, now practiced in detailing the successful literate practices that occur 
out of school, to put their energies towards investigating potential relationships, 
collaborations and helpful divisions of labour between schools and formal classrooms 
and the informal learning that flourishes in a range of settings”. This statement serves 
as a green light for researchers to study the literacy practices in homes and 
communities that have the potential to enhance the teaching of literacy in schools. 
 
1.5. CHAPTER OVERVIEW 
This dissertation consists of five chapters. Chapter 1 is a detailed introduction to the 
research project, introducing the research problem and stating the research aims, 
questions and rationale accordingly. The reasons to justify the project, as well as the 
research rationale, are presented. Chapter 2 discusses the theoretical framework of 
the study. Chapter 3 is a discussion of the research design and methodology. Chapter 
4 portrays the home/school literacy practices of selected Cameroonian families in 
Johannesburg. Chapter 5 shows the contribution of Cameroon home literacy practices 
to the teaching of literacy in school. Finally, Chapter 6 draws conclusions and makes 
recommendations based on summaries of the main findings of the study, with the 
implication of these for Cameroonian immigrant families and educational stake-
holders. 
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1.6. CONCLUSION 
This chapter has provided a background for the understanding of Cameroonian 
immigrants living in South Africa. A major problematic area Francophone 
Cameroonians encounter on arrival in South Africa is around language issues; that is, 
their inability to speak English or any of the official languages of South Africa. For the 
Francophone Cameroonian child, the inability to communicate in English leads to 
academic exclusion while for the Anglophone Cameroonian, the problem lies in their 
inability to communicate in the indigenous languages of South Africa, which excludes 
them from communicating with their South African peers in the playground. The next 
chapter will venture into the theoretical framework of the study by reviewing the 
literature on the sociocultural theory of learning, New Literacy Studies and other 
seminal studies on immigrant literacies. 
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CHAPTER TWO  
THEORETICAL FRAMEWORK 
 
2.1. INTRODUCTION 
Chapter One established the framework for immigration in this study and highlighted 
some of the problems immigrant children are likely to face in their new country. 
Chapter Two aims to provide the theoretical framework of this study. This framework 
hinges on two key premises. The first premise is that there is need for schools to 
recognize and support the home literacy practices of immigrant children in classroom 
activities and integrate them into the curriculum, to improve the English proficiency of 
these children. The second premise is that schools need to empower immigrant 
children, to enable them to develop their potential fully by acknowledging their home 
literacy practices in the school context. It is important to state that, the problem of 
second language speakers of English performing poorly in English is a global issue 
which could be extrapolated to children all over the world irrespective of their 
citizenship status.  
 
With regard to the first premise, the non-recognition of the home literacy practices of 
immigrant children in the school context is undemocratic as it infringes on the 
principles of a democratic society such as South Africa. Indeed, Section 29 (1) of the 
Constitution of South Africa (Act, 108: 1996) guarantees all children the right to basic 
education. In addition, the constitution foregrounds key principles such as respect for 
one’s language and culture, non-discrimination, social justice, equity, fairness, and 
freedom. However, immigrant literacy is not mentioned in the National Language 
Policy Framework of South Africa. Consequently, a sense of non-recognition of the 
literacy practices of immigrant children pervades the South African schooling system. 
As previously stated, South Africa's Language in Education Policy (Department of 
Education, 1997) promotes multilingualism and supports the teaching of all languages 
required by learners or used by communities in South Africa. The Language in 
Education Policy, recommends “additive bilingualism” such that children are initially 
instructed in local indigenous languages and then English from Grade 4 on (Makoe & 
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McKinney, 2014: 658). The reality, however, is that, perhaps partly due to the number 
of indigenous languages, very few South African schools offer a non-South African 
language as an additional subject. This reinforces the view that the literacy practices 
of immigrant children are not recognized in the South African school context. 
Therefore, this might be construed to constitute a breach of these children's right to 
basic education. 
 
Hlatshwayo & Vally (2014) study attests that the right to basic education has been 
partially denied to immigrant children in South Africa. Hlatshwayo & Vally (2014: 267) 
note, “there is a disjunction between the policy-as-a-text and the reality-as-lived”. He 
highlights certain key findings pertaining to language that demonstrate that immigrant 
children’s right to education, as stipulated in the Constitution of South Africa (Act, 
108:1996) has indeed been breached. First, Hlatshwayo & Vally found when 
conducting research at a school in Limpopo that some immigrant learners were 
prohibited from speaking their mother tongue (Hlatshwayo, & Vally, 2014: 267). The 
reason provided by the class educator was that immigrant children need to do what is 
done in South Africa. In other words, they should only speak South African languages. 
Second, Hlatshwayo & Vally found that the practice of code-switching, which aims to 
enhance mutual understanding between the educator and the learners in a classroom 
leave most immigrant learners struggling to understand what is said. Clearly, code-
switching disadvantages immigrant children who do not understand any of the official 
languages of South Africa. Last, Hlatshwayo & Vally study highlights the fact that 
immigrant parents who are not fluent in English cannot fully assist their children with 
homework (Hlatshwayo & Vally, 2014: 268). Consequently, Ancyfrida & Nomlomo 
(2016: 79) conclude:  
“despite the progressive South African Language in Education Policy which 
supports additive multilingualism, classroom practices continue to reinforce 
monolingualism in English, which deprives the majority of learners of 
meaningful access to literacy in different languages as they do not exploit the 
sociocultural and cognitive capital embedded in the learners’ home languages 
for additive bilingual and biliteracy competence.  
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Therefore, for equity and social justice and to enhance the educational achievement 
of immigrant learners, it is important for schools to consider recognizing the home 
literacy practices of immigrant learners in classroom activities. Cummins (1998: 2) 
used the term Common Underlying Principle (CUP) to refer to the cognitive/academic 
proficiency that underlies academic performance in both languages. Cummins 
explains that if a learner has already learned the first language it is easier for that 
learner to learn a second language because languages are related. The knowledge of 
the first language supports the understanding of basic skills and concepts related to 
the second language thus, the second language should come easier. This concept is 
relevant in this study since it supports the recognition of the languages that learners 
bring to school as resources in learning the second language. 
Moreover, while examining the diverse contribution in eradicating poverty with regard 
to the Millennium Development Goals, Norton (2014: 641) argues that “prescriptivist 
language and educational policies, which do not harness the local knowledge of 
teachers, students and parents are missing important opportunities for promoting 
educational and social change”. Norton (2014: 642) therefore argues that it is not 
surprising that educational outcomes in Sub-Saharan Africa do not meet the 
millennium Development goals because local languages are not incorporated in 
teaching and learning in the classroom. Thus, “to ensure that learning is meaningful 
teachers should be encouraged to draw on the wide range of local resources available 
to them, including African languages.” (Norton, 2014:  643). 
 
Furthermore, Vandeyar, (2010: 360) asserts "black immigrant students have unique 
perspectives on racial matters and their voices speak of experiences involving 
marginalization, devaluation, and stigmatization. It is becoming imperative to not only 
acknowledge and recognize the heterogeneous constitution of black groups in South 
Africa but to incorporate the linguistic and cultural capital of these different groups into 
the very fabric of schooling so as to ensure that all students feel a sense of belonging 
and feel at home". 
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Therefore, it behooves the South African government to ensure that the right to basic 
education is available to all children, without any discrimination based on language, 
culture, race, nationality, or disability. Cummins, Bismilla, Chow, Cohen, Giampapa, 
Leoni, Sandhu & Sashi (2005) state that indeed the home literacies create a sort of 
schema that accommodates learning through language, regardless of which and that 
acknowledges the value and transferability of this system for decoding meaning. 
Likewise, Giambo & Szecsi (2015) posit that "strong language skills and academic 
concepts are likely to be achieved in both languages, which results in bilingualism if 
the home language is well developed and supported".   
Concerning the second premise, for educators to empower immigrant children they 
need to connect the home literacy practices of these children to those of the school. 
As stipulated by The White Paper 6 (1996) on inclusive education, education should 
aim to consolidate and exploit the individual strengths of learners such that their 
cultural and linguistic heritage facilitates further cognitive development. Moreover, 
inclusive education aims to establish educational systems that meet the needs of all 
learners and to respect differences related to language, ethnicity, disability, class, and 
gender. However, a sense of exclusion of immigrants' literacy practices pervades most 
public schools in South Africa. Likewise, within the United States of America, "culture 
is treated as an error" (Hamilton & Barton, 2000). In this regard, Osadan & Reid (2015: 
208) stress that "giving immigrant children opportunities to fully develop their potential 
is important for their well-being and social cohesion in the receiving countries". It is 
usually challenging for immigrant children who speak a language different from the 
language of instruction at school to integrate with the school context. However, it is 
the responsibility of the school to make sure that the academic needs of all learners, 
irrespective of their nationalities, are met. It is therefore important for the school to 
consider incorporating the literacy practices of immigrant children in classroom 
activities and in the curriculum.  
 
On a positive note, research has demonstrated teacher’s perspective on teaching 
second language speakers of English such as refugee and immigrant learners. For 
instance, Kurbegovic (2016) conducted an online survey to examine the perception of 
teachers in teaching immigrant and refugee learners. The results indicated teachers 
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felt confident and were open to implement best practices to serve refugee and 
immigrant learners. However many teachers reported they were unaware of the 
unique needs of these group of learners. Therefore, this study is relevant as it enables 
educators to become aware of the literacy practices and the educational challenges 
of immigrant learners. 
 
Gregory, Long, & Volk (2004: 3) confirm, "young children and their mediators, living 
and learning in different cultural and linguistic settings, have the potential to be 
successful learners. They can achieve this by bringing together the various bits of 
knowledge they have acquired from their home literacy and learning practices, their 
community schools, and their mainstream English schools, as well as by developing 
from these bits of knowledge new forms of practice that enable them to make sense 
of texts and to support their own successful learning". Therefore, when the literacy 
practices of immigrant children are incorporated into classroom activities, their 
language proficiency improves. Subsequently, these children develop the skills that 
enable them to function properly in their communities. To explore these two premises, 
the sociocultural theory of learning and the New Literacy Studies (NLS) will be used 
because both theories emphasize the importance of recognizing the social and cultural 
aspects of children in teaching and learning. 
 
2.2. SOCIOCULTURAL CONTEXT OF LITERACY 
This study is underpinned by Vygotsky's sociocultural theory of learning and is framed 
in the NLS.  According to Vygotsky (1978) social and cultural interactions promote 
cognitive development.  Vygotsky's (1978) concepts about the relationship between 
learning and development are used extensively in this study. According to Vygotsky 
(1978: 84) “children’s learning begin long before they attend school. Any learning a 
child encounters at school always has a previous history”. These concepts include the 
Zone of Proximal Development (ZPD), mediation, scaffolding, psychological tools, as 
well as lower and higher mental functioning. The ZPD has become one of Vygotsky's 
most referenced concepts and  is defined “as the distance between the actual 
developmental level as determined through independent problem-solving and the level 
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of potential development as determined through problem-solving under adult guidance 
or in collaboration with more capable peers" (Vygotsky, 1978: 86). This means that a 
child has the potential to develop cognitively through the assistance of mediating 
agents such as a parent, or a more knowledgeable peer. This study emphasizes the 
importance of empowering immigrant children by incorporating their literacy practices 
in classroom activities. 
 
Vygotsky’s concept of the ZPD is related to Rogoff’s (1990: 6) notion of “guided 
participation”. According to Rogoff (1990:6) the notion of “guided participation stresses 
the mutual involvement of individuals and their social partners, communicating and 
coordinating their involvement as they participate in sociocultural structured collective 
activity”. Rogoff (2003) observes that young children learn as apprentices alongside 
more experienced members of the community. Rogoff (2003) discovers that, even 
when children are not conversational partners with adults, they are involved in the 
adult world as they participate in adult agricultural and household work. Learning can, 
therefore, be achieved through mediation. The role of mediating agents such as the 
teacher, parent, peer, and sibling is significant in learning. Hence, schools need to 
build on what children know as constructors of knowledge.  
In keeping with the tenets of the sociocultural theory, Heath's (1983) study attests to 
the fact that children start school with valuable knowledge that predates their first day 
in an academic environment.  Heath (1983) studied the literacy practices of children 
in three communities in the Carolinas, in the United States, the white working-class 
families in Roadville, a black working-class community in Trackton and another class 
she referred to as the "townspeople". Heath (1983: 368) found that the children of the 
townspeople “language and culture has structured for them the meanings which will 
give shape to their experiences in the classroom and beyond”. By reading baby books 
and soccer guide books families of the townspeople encouraged their children to see 
their current activities as related to their future achievements (Heath, 1983). Heath's 
study also revealed that in some homes, the interaction of parents with children had 
certain qualities that may not be the same as those of the schools’. Heath's findings, 
therefore, highlight continuity and discontinuity between the home literacy practices in 
the different communities and the school. Heath (1983) highlights the importance of 
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recognizing children's specific literacy practices at home as different communities 
speak and communicate differently. "Heath made an early argument for the need to 
study schools and classrooms in relation to broader community or culture. She called 
for comprehensive, broad-based community studies” (Schultz & Hull, 2002: 15). 
Hence, educators need to tailor their teaching to meet the needs of the diverse 
learners they teach. 
 
In accordance with the view that out-of-school literacy practices can contribute to 
learning, Gee (2005) states that learning is optimal when the new data to be 
assimilated resonates with something familiar from a learner’s past. The familiarity 
allows the learner to find a cognitive home for the new data. To this end the 
sociocultural approach validates the consolidation of prior learning and values its place 
in creating systems that accommodate new learning. In order to truly exploit these 
previously constructed systems it is critical to examine parent-children interactions 
during literacy events at home, and in their day-to-day lives. In the case of 
Cameroonian immigrant children, this understanding is often made difficult by the 
disconnection between what constitutes school and home literacies. An analysis of the 
sociocultural approach to learning and development reveals that language and literacy 
should be studied as they occur naturally in daily interactions. In the section to follow, 
I will focus on New Literacy Studies (NLS), which can be linked to the sociocultural 
theory of learning. As earlier stated, these theories highlight the importance of 
considering the historical, cultural and social contexts in learning and development. 
2.3. NEW LITERACY STUDIES (NLS): AN IMPETUS FOR VIEWING   
LITERACY AS SOCIAL PRACTICE 
The New Literacy Studies refer to a body of research that begun in the 1980s where 
a group of researchers from different disciplines now Known as “The New London 
Group” met in London to discuss the “changing social environment facing students 
and teachers and the new approach to literacy that they call “multiliteracies” (Cadzen 
et al.,1996: 60). “Mutiliteracies, according to the authors, overcomes limitations of 
traditional approaches by emphasizing how negotiating the multiple linguistic and 
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cultural differences in our society is central to the pragmatics of the working, civic and 
private lives of students” (Cazden et al., 1996: 60).   
Furthermore, Gee (1996) and Street (2003) suggest that literacy is not only a skill but 
a contextualized practice, thus NLS refer to language and literacy as social practices 
as well as skills to be learned in formal education. The first motivation for NLS is the 
demographic changes in communities due to the migration of people from one part of 
the world to another. Indeed, these demographic changes are highly reflected in 
education in South Africa. Blackledge & Creese (2010) noted that educators in many 
parts of the world are confronted with learners from different linguistic and cultural 
backgrounds. Indeed, this is relevant to South Africa, as the advent of democracy in 
1994, ushered many migrants from other parts of the world to settle in South Africa for 
various reasons such as for employment, education, business, medical imperatives or 
to seek refuge. As previously stated in Chapter 1, when people migrate they often do 
so with their children. Hence, the presence of linguistically diverse children in South 
African schools necessitate the importance of valuing their literacy practices in the 
classroom because these children constitute part of South African society and deserve 
a right to education.  
 
Street (2004) argues, that migration dynamics evolving nationally impose new 
imperatives on classroom teachers (with a focus in this study on Cameroonian 
immigrant children). This view is in line with the changes in demography that 
researchers such as Cope & Kalantzis, among others, met in London (now referred to 
as The New London Group, 1996) to discuss the way forward in the teaching and 
learning of literacy. The New London Group (1996: 60) argued that “the multiplicity of 
communication channels and increasing cultural and linguistic diversity in the world 
today call for a much broader view of literacy as portrayed by traditional language-
based approaches.”  
 
The second incentive for NLS was the transformation in the way people communicate 
due to the emergence of interactive communication systems such as the cell phones 
and the internet. As argued by Rowsell & Pahl (2015: 562), “the rapid changes in the 
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communication landscape were the conceptual impetus for the New London Group’s 
(1996) multiliteracies framework, an educational agenda that put the semiotic, cultural 
and linguistic diversity of our global world at the center of a reimagined literacy 
pedagogy”.  
Hence, in an era of technological change and transnational movement, scholars of the 
New London Group argue that, focus on school-based literacy as the ideal is rather 
problematic. This is because there are different literacies in the world. Immigrant 
children, for example, may speak a different language from that spoken at school but 
their language is still legitimate. Therefore, any policy or practice in the educational 
context that approaches language and literacy as standardized offers an unsuitable 
response to the changing nature of language and literacy in everyday life under 
conditions of social diversity. According to Delgado-Gaitan (2012: 305), 
"transformation is possible for parents and students when the family's language, 
culture, and literacy are acknowledged, appreciated, and utilized to empower students, 
families, schools, and communities". This reiterates the importance of acknowledging 
the home literacy practices of minority children in the school context. Literacy, as 
perceived by the New London Group is not only a skill that can be learned in school 
but it can also be learned in homes and communities as people engage in their daily 
activities. The New London Group thus view literacy as a social practice. 
 
The concept of literacy as a social practice was endorsed by Gee (1996), Barton & 
Hamilton & Ivanic (2000), and Street (2003, 2004, 2012). Gee (1996) suggests that 
although literacy is clearly foundational to the educational endeavor, along with the 
more general use of language, it underpins our daily interactions. Gee (1996) states 
"the home is the primary domain and the school secondary, thus, what learners bring 
from the home is valuable, though often marginalized in the school environment". 
Moreover, Hamilton (2000: 5) states that "literacy learning and use are integrated into 
everyday activities and the literacy elements are an implicit part of the activity, which 
may be mastering a martial art, paying the bills, organizing a musical event, or finding 
out about local news". I refer to my first premise that the school needs to consider 
incorporating and supporting the literacy practices of immigrant children so that these 
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children can acquire the skills necessary to function properly in a democratic country 
such as South Africa. According to Rowsell & Pahl (2015: 1): 
 
Literacy exists in homes with the varied ways that people live, speak and 
practice every day. Literacy takes place in communities to support 
people and to bridge different practices and perspectives. Literacy can 
act as an agent of change and can encourage new forms of activism, 
resistance, and revolution. Literacy is both local and global, evident in 
rural as well as in urban settings. 
Street states that "literacy happens naturally in social life, taking account of the context 
and the different cultural groups" (2003: 79). Street (2012: 25) states further "reading 
and writing and their associated signs vary across cultural time and space". Street 
(1984), therefore, questions why schooled literacy is viewed as the defining form of 
reading and writing when there are many literacies. Street (1984: 94) distinguishes 
between the "autonomous” and the "ideological” models of literacy. Street (1984: 1) 
posits that the autonomous model is based on a narrow definition of literacy that is 
culture-specific. Meanwhile, the ideological model of literacy views literacy as culturally 
embedded, with the assumption that practices vary from one context to another 
(Street, 1984: 1).  
 
Moreover, Street (2012: 222) states that "with a deficit model of literacy, those coming 
to learn are characterized as illiterate and deprived, while education fills the gap by 
providing the proper literacy skills that they lack". Hence, as Street (2012: 222) argues 
“an understanding of literacy that positions it in a privileged space misconstrues the 
informal learning that takes place outside of institutionalized education and fails to 
value what is learnt outside of schools”. Conversely, the ideological model holds 
promise for teaching that seeks to consolidate previous learning regardless of its 
provenance (Street, 2012: 222). Because literacy differs from one context to another, 
this triggers power relations in literacy studies. 
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2.4. POWER DYNAMICS IN LITERACY STUDIES 
Street (2003:2) has argued that the manner in which we understand literacy is 
inextricably bound to how we see the world; just as these world views contrast, so too 
do we debate our conceptions of literacy in efforts to impose our understanding. 
Literacy teaching involves a struggle for power, as to whose literacy is valued in the 
school context and whose is not.  Kajee (2011: 436) asserts, “the teaching of one type 
of literacy could privilege certain groups, while disempowering others, such as 
immigrant children who have not had extensive access to that dominant literacy. 
Moreover, not exposing learners to that dominant literacy serves to exclude them from 
society at large”. Hence, researchers such as Gregory et al. (2004: 17) refer to the 
practice of devaluing non-mainstream language and literacies as “perpetuating a 
deficit perspective” that limits the learning potential of all students. Therefore, Moll 
(2001: 13 cited in Gregory et al. 2004) points out: 
 
“This dual strategy of exclusion and condemnation of one’s language 
and culture, fostering disdain for what one knows and who one is, has 
another critical consequence in terms of schooling- it influences 
children’s attitudes towards their knowledge and personal competence. 
That is, it creates a social distance between themselves and the world 
of school knowledge”. 
 
Kajee (2011: 436) asserts that “this growing distance is why it is necessary to validate 
students’ knowledge, experiences, and personhood, which is critical in educational 
spheres”. Therefore, Street (2003: 82) proposes that “teaching, whatever form it takes, 
has to be able to take account of the variation in literacy practices amongst students 
and to give value to their different backgrounds and different literacies they employ in 
their home context”. According to Gee (2004) young learners whose past is not 
acknowledged struggle to find belonging in new surroundings. Hence, researchers 
such as Gregory et al. (2004: 17) “refer to the practice of devaluing non-mainstream 
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language and literacies as perpetuating a deficit perspective that limits the learning 
potential of all students”.  
 
In cognizance of literacy as a "social practice" (Gee et al, 1996: 1), Barton and 
Hamilton (2000) distinguish between "literacy practices" and "literacy events". 
According to Barton & Hamilton & Ivanic (2000: 9) the concept "offers a powerful way 
of conceptualizing the link between the activities of reading and writing and the social 
structures in which they are embedded", as it refers to what people do with literacy. 
According to Barton & Hamilton (2008: 8) "literacy events are the particular activities 
in which literacy plays a role with texts being an important aspect". The definition of 
literacy events and practices draws our attention to the relevance of studying the home 
literacy practices of minority learners, since there are different practices in different 
contexts of life. 
Therefore, Hull & Schultz (2002) question how teaching and learning can tap into 
extra-curricular interests in order to facilitate the development of a range of literacies. 
They explore ways to increase the versatility of pedagogy such that it engage learners 
who might otherwise be excluded and how best to interact with marginalized 
communities with a view to learning about and validating them. (Hull & Schultz, 2003: 
38). 
 
Hull & Schultz (2002: 48) also note that "there have been concerns about attempts to 
import new literacy practices that flourish in after-school programmes and other after-
school settings to school. The concern is, if school appropriates these potentially 
subversive forms, there is the chance that they will be domesticated and lose their 
vigor, appeal, and edge". Therefore, research in out-of-school literacy is important 
given that it is a new concept that requires in-depth research to investigate what works 
well and what does not. 
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Furthermore, a study conducted by Scribner & Cole (1981) in Liberia to investigate the 
cognitive consequences of literacy drew on local cultural practices in designing the 
content of experiments and decouple the effects of literacy from the effects of 
schooling. In a nutshell, the researchers, Scribner & Cole found that specialized forms 
of thinking were fostered by specific reading and writing activities (1981). For example, 
Qur’anic literacy improved people’s performance on certain memory tasks while Vai 
scripts literacy gave people an edge in certain varieties of phonological discrimination. 
One important lesson learned from Scribner & Cole (1981) is that “specialized forms 
of reading and writing both in school and out-of-school have a specialized and 
distinctive edge". Scribner & Cole enhance our understanding of literacy as a "multiple 
rather than unitary construct" calling on the distinctive literacies that exist beyond the 
school. As stated by Scribner & Cole (1981: 236), literacy as a social organized 
practice is much more than the ability to decode a series of symbols; it is a deeply 
contextualized skill that draws its relevance from the situation in which it is deployed. 
Having engaged in a discussion of literacy as a social practice I will move on to 
examine some definitions of literacy. 
 
2.5. DEFINITIONS OF LITERACY 
The definition of the term literacy has been revolutionized over the years. Heath (1983: 
4) defined literacy as "mainstream" Street (1995: 37) as “schooled" and Dyson (1997: 
3) as "official". However, scholars of the New Literacy Studies (Gee, 1996, Heath, 
1983 and Street, 1998) have rejected the traditional definitions of literacy as solely 
school-based and replaced it with a plural definition. Gee (1999) argues that literacy 
has many forms and cannot be limited to only traditional definitions such as being able 
to read and write in English, thus advocating for a social and cultural conceptualization 
of literacy and the pluralization of literacy: 
Different people, different places, and activities, different objects and 
tools, different words, different clothes, all of these bring out we might 
even say ‘recruit' different aspects of ourselves. In relation to and with 
different people, places, objects, tools words, and clothes we feel like, 
act like and look like different people. We have differently situated selves 
(Gee, 1999: xiii). 
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What emerges from this quote is the fact that people behave differently in different 
sociocultural contexts, therefore, human beings cannot have only one way of 
understanding learning. Gee’s (1999) approach to literacy claims that cultural 
contexts, attitude and how people interact within a social context affect how they 
acquire literacy. 
 
Blackledge (2000: 1) questions, “how we define literacy and if literacy is the same for 
everyone regardless of their social and economic status and diversity”. In an attempt 
to answer Blackledge’s question, it is very clear that literacy is not the same for 
everyone, because people speak different languages and have different cultures. 
Thus, human beings engage in diverse literacies in various contexts in their lives. 
Thus, when educators become aware of the out-of-school literacy practices of their 
learners, literacy learning can be enhanced as learning, given that literacy is filtered 
through one's culture. 
Moreover, in the pursuit for a definition of literacy, Blackledge (2001) considers what 
implications these new literacies have for identities and how formal educators might 
appropriately engage with them. Blackledge (2000: 1) also raises the issue of the role 
literacy plays in power relations. Power relations are critical in the study of literacy. As 
some literacies are regarded more powerful and influential than others because of the 
currency that has been ascribed to its speakers. However, the New Literacy Studies 
refute such arguments as literacy means the various ways in which human beings 
make sense of their world. Thus, it is important to address these questions when 
studying Cameroonian immigrants’ literacy practices. Hull and Schultz (2002: 11) note 
as well that, “to talk about literacy these days, both in school and out-of-school, is to 
speak of events, practices, activities, ideologies, discourses, and identities”. Hence, it 
is worthwhile to study the literacy practices of immigrant children. 
 
Furthermore, Gee’s (2015) notion of “Discourses” offers a framework for 
understanding the connections between literacy, culture, identity, and power. 
According to Gee (2015: 171), "Discourse with a capital "D" is composed of distinctive 
ways of speaking or listening and often, to writing and reading coupled with distinctive 
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ways of acting, interacting, valuing, feeling, dressing, thinking, believing with other 
people and with various objects, tools and technologies, so as to enact specific socially 
recognizable identities engaged in specific socially recognizable activities". Thus, Gee 
(2015: 171) argues “Discourses are about how people get their acts together to get 
recognized as a given kind of person at a specific time and place" discourses subsume 
the entirety of how one defines oneself and associates with a particular trope within 
society. From Gee's definition of ‘Discourses’ one would not be wrong to state that 
immigrant children have different Discourses from their South African peers, hence for 
social justice and equity it is important to study the literacy practices of these children 
to enable them to realize their full potentials. Furthermore, since immigrant children 
have different “Discourses” to their South African peers it is important to examine how 
they navigate their way in South African schools where they encounter new languages, 
cultures and different behaviours. Haneda (2012: 3) argues that “while success with 
academic literacy in English is important with respect to the construction of a viable 
academic identity out-of-school literacy practices in multiple languages must be 
considered equally consequential in the overall development of students identities”. 
This study raises awareness about the current problems besetting primary and high 
school education in South Africa. In addition, Gee uses discourse with a lower case 
“d” to mean language-in-use or connected stretches of language that make sense, 
such as conversations, stories, reports, arguments, and essays. Therefore, 
“Discourses” encapsulate “discourse”. “Discourse” with a capital “D” is always more 
than language (Gee, 2015: 171). In other words, “being in a Discourse is being able 
to engage in a particular kind of ‘dance’ with words, deeds, values, feelings, and other 
people, objects, tools, technologies, places and times so as to get recognized as a 
distinctive sort of ’who’ doing a distinctive sort of ‘what’” (Gee,2015: 175). Gee’s study 
on “Discourse” distinguishes between primary and secondary Discourse. He views 
primary Discourse as the language that is acquired within the immediate family and 
community, while secondary Discourse is acquired in the school context and is mostly 
referred to as academic discourse. Becoming literate in academic Discourse means 
becoming literate in the dominant Discourse.  
Both Gee, Hull and Schultz argue that human beings think and understand best when 
they use their prior experiences, hence they argue for the incorporation of the out-of-
school literacy practices in the school context. Because children come to school with 
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a variety of practices, teachers therefore have to respect them and incorporate them 
in classroom discussions. While Gee focuses on video games as a learning tool, Hull 
and Schultz focus more on the out of school literacy practices of marginalized 
communities such as immigrants.  
Likewise, Perez (1998) sees Discourse as an identity kit which is changed by society. 
One’s identity changes because one is in constantly changing environments. One’s 
‘Discourses’ shape the way one sees the world. The notion of “Discourse” is based on 
Bourdieu’s notion of “habitus”. Bourdieu describes habitus as "durable, transposable 
dispositions, or embodied history internalized as second nature and so forgotten as 
history, that people draw on" (Bourdieu 1991: 12).  
 
The concepts of hybridity, and “hybrid literacies” (Moje, Ciechanowski, Kramer, 
Carriillo & Collazco, 2004: 5) “hybridity theory posits that people in any given 
community draw on multiple resources or funds to make sense of the world and to 
make sense of oral and written word”. Therefore, researchers such as Moje et al. 
(2004) encourage educators to incorporate the out-of-school literacy practices of 
learners in the classroom to promote educational achievements. Since immigrant 
children bring in hybrid literacies, the importance of studying their literacy practices 
cannot be overstated. 
 
In his work Courtney (2012) engages a diverse group of young people to learn from 
one another as they collaborated on projects that built on social and cultural resources. 
The connectedness of these children to their environment portrays the key component 
of incorporating the home literacy practices of immigrant learners in the classroom. 
Through the theoretical lens of critical literacy and culturally relevant pedagogy, 
Courtney (2012) demonstrates how immigrant children arrived at school with "funds of 
knowledge" but are often undervalued as deficit whereas if their funds of knowledge 
are recognized at school they stand a good chance of performing better because they 
are more engaged and empowered. This section has defined the concept of literacy 
and in the next section, I will be engaging in a discussion of immigrant literacies. 
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2.6. IMMIGRANT LITERACIES 
As stated in Chapter 1, the declaration of democracy in South Africa in 1994, has 
encouraged migration to the country. On arrival in South Africa migrants are likely to 
encounter problems to integrate due to language and cultural differences. Wang & 
Phillion (2007: 95) assert that "in the host society, the issue of language is not always 
comprehensible by minority groups because language is not just a cultural issue but 
a political one". 
 
The following studies attest to the importance of schools to consider incorporating the 
home literacy practices of immigrants in the school context. Gregory & Williams (2000: 
158) state that “different home literacy practices have been seen as a primary factor 
in a child’s success or failure in school”. Hence, it is important for schools to consider 
incorporating the home literacy practices of immigrant learners in the classroom for 
academic success. Likewise, Suarez-Orozco, Mona, Abo-Zena (2015: 7) note that 
"many immigrant students struggle academically, leaving school without having 
acquired the tools they need to function effectively in a highly competitive, knowledge-
intensive US economy, in which limited education severely impedes social mobility 
over time". The same may be true of immigrant children who are schooling in South 
Africa whose home literacy practices differ from those of the school. The importance 
of education to give individuals access to power and a good quality life cannot be 
underestimated. Therefore, it is the responsibility of the school to provide each child 
with the opportunity to gain the skills necessary to function properly in the world of 
today. Delgado-Gaitan (2012) argues that when teachers understand value and 
incorporate the prior learning of immigrant students, such ideals shape a democratic 
society through the instructional programme. This is possible when teachers present 
curriculum and perspectives that include and reflect values of students from diverse 
sociocultural and socioeconomic backgrounds. 
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Campano’s (2007) study is relevant to the literature of immigrant literacies. Campano 
(2007) finds that the students lived experiences include multifaceted identities, vibrant 
youth culture, and rich literary and activist traditions, but in the school system, they 
remain "objects of remediation or clients as described by educational companies" 
(Campano 2007: 2). Through the character called ‘Celso’, Campano presents a 
learner who has been viewed as a case of remediation at school but at home, displays 
great literacy skills. Through storytelling practices in the classroom, students came to 
know a larger and wider world the world of their classmates, their ancestors, and the 
characters in novels and biographies they read (Lopez, 2009: 366). Campano 
concludes that our educational system is fragile and we need to provide students with 
a web of support in order for them to be successful. Support can be provided by 
teachers recognizing and giving value to what immigrant children bring to the 
classroom, and perhaps use it as a building block to facilitate learning. 
 
Smythe & Toohey’s (2009) study illustrate how literacy education should be linked to 
the literacies that children develop in their homes and communities. Smythe &Toohey 
(2009: 37) describe a collaborative project in which university researchers, teachers 
and Grade four to five English language learners (ELLs) investigated the 
sociohistorical contexts and practices in which the English language learners 
participate, through a ‘community scan’ in the Punjabi Sikh community in Canada. The 
purpose of their study is to understand the sociohistorical and cultural context for 
literacy learning and teaching. They aim at discovering the literacy practices children 
engage in outside of the school context, as well as to create instructional strategies 
that would involve children in identifying and bringing these resources into the 
classroom. They argue that “schools and teachers have such minimal knowledge of 
the outside school lives of their multilingual and multicultural students that they are 
unable to build upon the funds of knowledge that students and other members of their 
community have” (Smythe & Toohey, 2009: 37). They argue as well that literacy 
education should be linked to literacies that children develop in their homes and 
communities as well. Smythe & Toohey’s research is significant to this study, given 
the importance of investing the home literacy practices of learners as such information 
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is vital in creating awareness among educators and policy makerwhy some children 
perform well in literacy and others do not. 
 
According to Smythe & Toohey (2009: 38), “ignorance of the sociohistorical contexts 
and practices of school communities is particularly problematic because learning is 
seen as so closely tied to participation in cultural and historical situated social activities 
that involve the user creation and transformation of cultural tools”. Smythe & Toohey 
(2009: 38) state that accessing marginalized cultures and developing an 
understanding of their literacies allows teachers to “tailor their teaching strategies to 
the lifeworld’s of children and to avoid re-inscribing structures of privilege and 
deprivation”. Moreover, Smythe & Toohey (2009: 39) acknowledge that, distance 
travelled or value added is an important concept in education and success for 
classrooms constituted of numerous second language speaking learners might look 
very different from more traditional classrooms.   
 
Furthermore, Dixon & Wu (2014: 414) examine additional language learners in Texas 
with regard to home literacy practices, finding that numerous informal communicative 
acts involving both spoken and written language amongst immigrant communities are 
overlooked for their literacy building merit. Dixon & Wu (2014: 414) "call for additional 
research into the many factors that influence children's literacy development, including 
government policies and community context”. They also propose establishing a more 
tangible link between home and school literacies by adapting the curriculum to 
accommodate these new knowledges and engaging parents more profoundly.  
Dixon & Wu (2014) however, note that incorporating immigrant literacy practices in the 
school has been seen as a contentious issue. Dixon & Wu (2014: 415) state that a 
degree of uncertainty remains regarding the transferability of home literacy skills and 
lingering suspicions that these skills might only support first language literacy. Studies 
have shown mixed results. Immigrant parents with limited second language proficiency 
might try to engage in second language and literacy practices with their children, but 
these efforts might be undermined by their own low second language proficiency. 
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In addition, Dixon & Wu (2014: 421) note, "all the studies mentioned above used 
qualitative methodologies, relying on interviews, questionnaires, and observations. 
They document a variety of literacy practices among immigrant families, but often do 
not examine their contributions to children's literacy growth". Hence, it is important to 
study the home literacy practices of immigrant children and demonstrate their 
contribution to school literacy, which is one of the aims of this study. 
 
Moreover, Reese & Goldenberg (2008) cited in Dixon & Wu (2014) document 
differences in community literacy resources across 35 communities with high 
concentrations of second language learners but find that they did not determine 
whether immigrant parents were actively engaged in home literacy practices. The 
study shows that “home literacy practices in immigrant families had no correlation with 
the richness of community literacy resources. Some immigrant parents were still able 
to strongly support their children’s literacy learning despite limited community literacy 
resources, while some families in print-rich communities did not take advantage of 
these resources” (Dixon & Wu, 2014: 422-423). Dixon & Wu (2014: 423), however, 
note that this study has significant limitations, measuring as it did solely the interaction 
between two factors and very possibly ignoring significant determinants in second 
language literacy development. Actual literacy development was never studied and 
consequently the influence of a community’s printed resources remains unexplored. 
Reese & Goldenberg (2008) conclude that community influence on children's literacy 
outcomes could be best interpreted as the extent to which the children were exposed 
to the predominant language of literacy in the community. 
  
Other studies also report positive effects of participation in home literacy activities on 
adolescents’ literacy development. For example, Yi (2007, 2008) documents three 
immigrant teenagers’ first language and second language literacy activities and 
concludes that their voluntary involvement, especially in online literacy activities, 
enables them to develop and maintain advanced proficiency in both Korean and 
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English (cited in Dixon & Wu:2014: 426). Lam (2000) finds online writing with peers 
helped an immigrant adolescent improve his English writing skills.  
 
Beyond that, few studies have looked at the interplay between home literacy activities 
and other layers of influence (2006; Reese and Goldenberg 2008 cited in Dixon & Wu, 
2014). Dixon & Wu (2014: 444) recommend that "researchers should recognize the 
connectedness of all layers of influence, and try to design studies that examine more 
than one level of factors that may influence immigrant children's literacy development 
at home and in school and to develop parent, family, or children's programmes that 
address children's literacy from all directions". They concluded that even in the 
research saturated developed world, much remains enigmatic about processes of 
literacy development in immigrant children, but that this knowledge gap is even greater 
outside North America. 
 
As Dixon & Wu (2014: 442) state further that, "it seems important that educators 
should recognize their students' current literacy practices, but these practices may not 
be sufficient to help students achieve their goals in terms of school and life success. 
Schools should, therefore, devise programmes that recognize students" current 
practices as strengths and build upon them, but also scaffold students' development 
of additional school- and work-based literacy practices" there exists an imperative for 
educators to not only consolidate prior knowledge in terms of home literacy practices, 
but to build on whatever basis exists to foster capacities that will enable the learner to 
achieve whatever their potential and desire allows. For example, researchers such as 
Ek (2008) note that the immigrant students they studied were able to read and discuss 
religious texts at a high level of comprehension. Teachers can help students to transfer 
these skills to the secular texts assigned in school. However, reading in a religious 
context may not encourage the development of the type of critical thinking skills that 
schools seek to develop in students, so teachers must use students’ ability to read, 
comprehend, and interpret, adding the ability to question and even disagree with a 
secular text. 
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 Dixon & Wu (2014: 442) assert "family literacy programmes might be seen as 
reflecting a view that something is wrong with immigrant families' home practices that 
need to be fixed" that there is a tendency to view support programmes as remedial 
and that when this insight is applied to immigrant family literacy deficit models assert 
themselves . However, Hirst, Hannon, & Nutbrown (2010) addresses this concern 
directly by asking parent participants in a literacy programme to evaluate it.  
Evaluations expressed the conviction that the programme had assisted them to learn 
how to support their children's school learning better, feel validated in their role in 
promoting first language literacy, and understand school literacy practices, which 
differed immensely from the school practices of their countries of origin.   
 
Although school programmes may need to change to accommodate immigrant 
students’ home language and literacy practices, parent programmes can also be 
established to empower immigrant families to expand their repertoire of literacy 
practices and therefore support their children’s literacy development further (Dixon & 
Wu, 2014: 442). According to Dixon & Wu (2014: 442-443): 
As a small number of studies examined other contexts of immigrant 
groups, but much more research is needed to fill out the picture of 
immigrant home literacy practices and how they relate to school and life 
achievement. It is only with further research on a variety of immigrant 
populations in a diversity of contexts that researchers and educators 
may be able to more clearly disentangle which issues are common to 
experience of immigration, which is common to second language 
acquisition, which is as a result of specific policies or school contexts 
and which are culture-specific.  
In other words, Dixon & Wu (2014) call for research in immigrant literacy practices, 
thus the relevance to this study. Street (2003:79) points out that literacy happens 
"naturally in social life, taking account of the context and their different meanings for 
different cultural groups"  
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2.7. CONCLUSION 
In this chapter, I set out to discuss the theoretical framework and to review the 
literature on the NLS. Two key premises were at the center of all the discussions in 
this section. The premises are situated within a sociocultural approach to literacy. The 
themes that emerged from this section include the notion of literacy as a social 
practice, power dynamics in literacy studies, definitions of the concept of literacy, and 
a discussion of immigrant literacies. The work of Vygotsky (1978) on sociocultural 
theory of learning and development, as well as Gee (1996) and Street (1984:1995) on 
the New Literacy Studies have been utilized to support my arguments. Researchers 
such as Rowell & Pahl (2015), Hull and Schultz (2002), Campano (2007), Scribner 
and Cole (1981), who worked on immigrant literacies, were referred to as well. The 
various themes discussed in this section provide insights into how specific terms and 
notions are used in this study. The next chapter ventures into the overall research 
design and approach that will guide the data collection and analysis. 
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CHAPTER THREE 
RESEARCH DESIGN AND METHODOLOGY 
 
3.1. INTRODUCTION 
In the preceding chapter, the focus was on the theoretical framework which covered 
Vygotsky's sociocultural theory of learning and the New Literacy Studies. Vygotsky's 
concepts of mediation and the Zone of Proximal Development are considered as 
essential pillars to language learning and development. The New Literacy Studies 
views "literacy as a social practice" (Gee, 1996). In other words, literacy is embedded 
in our daily activities, thus, it is not a skill to be learned only at school but literacy is 
learned at home and in the communities as people engage in their daily activities. The 
theoretical framework centers on two premises, first, schools need to consider 
recognizing and supporting the home literacy practices of immigrant children by 
incorporating these practices into classroom activities. Second, need to empower 
immigrant children to enable them to fully develop their potential by connecting their 
home literacy practices to classroom activities. This chapter sets out the research 
design by providing a discussion of the approach, the sites, and the participants. It 
also provides a description of methods and techniques that have been utilized for data 
collection and analysis.  
 
3.2. RESEARCH DESIGN 
Mouton (2005:55) defines a research design as "a plan or a blueprint of how the 
researcher intends conducting the research". Likewise, McMillan & Schumacher 
(2006: 22) maintain that "a research design describes how the study should be 
conducted". They further indicate that it summarizes the procedures for conducting 
the study including when from whom and under what conditions the data will be 
collected. In other words, the research design indicates the general plan of how the 
research is conducted, what happens to the participants, what methods of data 
collection are used, and how the data generated will be analyzed and interpreted. 
This research is located in an interpretative paradigm. Accordingly, the research 
conceives of understanding as a radically mediated phenomenon. This means that we 
develop subjective understandings of our concepts through the prisms of various 
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social artefacts and conventions, shared experiences and linguistic competencies 
(Trauth, 2001 cited in Henning et al, 2004: 21). I have utilized this approach for this 
study because I find it best suited to answer the research questions. 
 
3.3. RESEARCH METHOD 
Qualitative case studies are utilized to establish the literacy practices of Cameroonian 
immigrant learners in Johannesburg. Qualitative research is usually inductive in 
nature; data is collected and from this data patterns and themes emerge which help 
to form a working hypothesis that enhances the researcher’s understanding of the 
literacy practices of Cameroonian immigrant families living in Johannesburg. There is 
an element of ethnography in this study as the researcher spent time at the homes of 
the participants to observe and interview the participants. Ethnography according to 
Reeves et al. (2013) “is a type of qualitative research that gathers observation, 
interviews and documentary data to produce detailed and comprehensive accounts of 
social phenomena”.  
This research is a case study with “identifiable boundaries” (Henning et al., 2004: 41), 
grounded in the homes and partly in two public schools in Johannesburg. Case studies 
are the preferred choice, given that they provide unique examples of real people in 
real situations enabling readers to understand ideas more clearly than simply 
presenting them with abstract theories or principles. In addition to that, case studies 
capture specific features that hold the key to understanding the situation that may be 
lost in larger studies.  
 
Furthermore, Cohen, Manion & Morrison (2003: 181) aptly point out that each case 
study is singular and manifests a complexity of particular conditions that cannot be 
obtained elsewhere. Case studies also strive to portray “what it is like” to be in a 
particular situation, to catch the close-up reality and “thick description” (Geertz in 
Cohen et al., 2003: 182) of a participant's lived experiences, of thoughts about and 
feelings for a situation. Hence through case studies, events and situations speak for 
themselves rather than being judged by the researcher. "Case studies recognize the 
complexity and embeddedness of social truth" (Cohen et al., 2003: 184). They allow 
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the audience to judge the implications of the studies for themselves.  The findings from 
the case studies may be used for staff development. Despite the benefits of case 
studies, they have pitfalls. Case studies have been critiqued as weak, viewing 
research through the eyes of the participants (Cohen et al., 2003:184). 
 
3.4. RESEARCH METHODS AND PARTICIPANTS 
This study was conducted at the homes of Cameroonian immigrant families as well as 
in two public schools in Johannesburg. At the homes, six mothers (as fathers are rarely 
at home) and six children were observed and interviewed. At schools, learners were 
observed and interviews were conducted with three language educators and one 
school principal.  Pseudonyms were utilized as a strategy to enhance confidentiality. 
The criteria for selecting participants is dependent on the length of their stay in South 
Africa. The following six families were selected as participants in this study: 
 
 The first group of families was the Ngwa and the Mbong families who have been 
living in South Africa for ten years.  
 The second groups was the Obase and the Fotsou families who have been 
living in South Africa for five years.  
  The last group of families was the Ngassa's and the Ngalam's who have been 
living in South Africa, for less than five years.  
The main reason for selecting families based on their length of stay is to do a 
comparison between those who have not stayed too long in South Africa and those 
who have been living in South Africa for a longer period of time. Hence, the 
transformation that has occurred in terms of their literacy practices were observable. 
 
3.4.1. DESCRIPTION OF THE SITES 
3.4.1.1. Schools 
The two schools are public schools located in Johannesburg Central Business District 
(CBD) with a high enrollment of immigrants. The medium of instruction in these 
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schools is English, English is taught as a first language, and the school also follows 
the national curriculum. The school is diverse in terms of the staff members and the 
different nationalities present at the school. For example, apart from Cameroonian 
immigrant learners in these schools, there were learners from a range of countries of 
origin, such as Pakistan, China, Zimbabwe, Congo and Nigeria. On the playground 
during break time, one can hear French being spoken by the Congolese and 
Cameroonians. Since these schools are located in the heart of Johannesburg, it is 
closer to the homes of all of my participants in this study. 
 
I decided to conduct my research at these schools because they have a high intake of 
immigrants as previously stated.  
 
3.4.1.2. Families 
 
The Ngwa family lives in Oakdene. Oakdene lies in the South of Johannesburg, about 
five-kilometers from Gold Reef city which is a popular amusement park in Gauteng 
province. Oakdene is a middle-class neighborhood located in the hills with incredible 
views of Johannesburg.  There is hustling and bustling on the streets as people are 
constantly in a rush to carry out their daily activities as well as taxi drivers who do not 
adhere to the traffic rules. Mr. Ngwa is a medical doctor in a private clinic at Edenvale 
as well as a pastor in a Pentecostal church in Oakdene. Mrs. Ngwa is an auditor at a 
private firm. There are five children in this family but for the purpose of this study, I 
concentrated on the first two, whose biographical information has been provided in 
Table 1. 
 
The next family is the Mbong family, they live in Observatory. This family has two 
children. Observatory shares borders with Houghton Estates, Linksfield, Bellevue, and 
Yeoville. The suburb was named from the Union Observatory established in the 1900s. 
The streets are usually quiet during the day but busy in the early morning and after 
working hours as people drive to and from work.   
 
 40 
 
The second group of families is the Obase and the Fotsou who have been living in 
South Africa for six years. The Obase family live in Hillbrow, which is considered a 
melting pot for immigrants. After the demise of the apartheid regime, a substantial 
number of West Africans and immigrants from the Democratic Republic of Congo 
entered into the suburb, fleeing persecution and economic hardship in their countries 
of birth. Hillbrow, with its low cost of housing, short leases and proximity to the airport 
has become home to many migrants. 
 
Most of the buildings in Hillbrow have deteriorated, yet people find shelter in them 
nonetheless. As a large number of immigrants settle in Hillbrow, it has acquired a 
cosmopolitan character.  There are many restaurants selling food, even though the 
food is mostly foreign delicacies which may not appeal to South Africans. Some people 
sell small punnets of fruits and vegetables such as oranges, grapes, mangoes and 
spinach, and others sell low-cost items needed for everyday living.  One can also find 
micro-shops selling cosmetics (foreign brands), hairdressing salons, surgeries mostly 
owned by foreign doctors, as well as agencies that assist immigrants to transfer money 
back to their home countries. 
 
The next family is the Fotsou family, who lives in Bezuidenhout Valley popularly known 
as "Bez Valley". Bez Valley lies east of Johannesburg.  It is a picturesque suburb that 
rests on the land originally belonging to the Bezuidenhout family. It is a high crime 
zone and most people feel very unsafe with the escalating rate of home robberies. 
"Bez Valley" like Hillbrow is densely populated and has a cosmopolitan nature with 
many retail shops. 
 
The third group of families is the Ngassa and the Ngalams, who live in Florida, 
Roodepoort, West of Johannesburg. Mr. Ngassa works with SASOL as an engineer 
and Mrs. Ngassa is a lecturer at the University of Johannesburg. They have one child 
whose name is Victor. Florida used to be a predominantly white neighborhood in those 
days of the Apartheid regime, but nowadays Florida can be described as a 
cosmopolitan suburb firstly because many black South Africans who previously lived 
in rural communities have moved to Florida. It is important to state that this internal 
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migration typical of South Africans can be associated with ’upward social mobility’ a 
term used to describe a situation where a South African who has become wealthy 
moves from his community (location as used in the South African context) to a  suburb.   
Secondly, Florida has also become a melting pot for foreign nationals as many 
immigrants from Zimbabwe, China, Nigeria, Cameroon, Swaziland, and other 
countries move to this vicinity.  Some of the immigrants who live in Florida are business 
people, yet there are others who are professionals. Florida has many churches, some 
owned by immigrant pastors trying to preach the gospel to the masses. The streets 
are usually quiet during working hours but busy during weekends. While walking on 
the streets of Florida it is not strange to hear strains of French, Yoruba, Swahili, and 
Lingala as one walks past these immigrants. 
 
The Ngalam family lives in Yeoville, both the father and mother are traders. They have 
three daughters.  Yeoville is noted for its bustling streets and could be described as a 
place where travelers of all walks of life and social status find refuge and company. 
Yeoville is also a high crime zone, one can also notice many "shebeens" (illegal beer 
parlors) which serve as relaxation centers for the people of this community. Having 
described the sites I present a table of the participants in this study as follows. 
Table 3.1     Autobiographical details of the learners in this study 
Learner’s 
name 
 
Learner’s home 
languages 
Learner’s 
gender 
Learner’s 
age 
Learner’s year of 
arrival. 
Brigit French/English Female 15 2008 
Gladys French/English Female 13 2008 
Riddle Pidgin/English Male 16 2015 
Yasmina French/ 
English/Bamileke 
Female 16 2016 
Emelia French/ 
Douala/English 
Female 11 2013 
Mary French/Douala/ 
English 
Female 15 2013 
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Table 3.2. Autobiographical details of the mothers in this study 
Parent’s 
name 
 
 
Parent home language Parent’s 
gender 
Parent’s 
age 
group 
Parent’s year 
of arrival  
Mrs. Ngwa French/ English/Bassa Female 30-40 2008 
Mrs. Mbong French/Bamileke/English Female 30-40 2008 
Mrs. Obase French/Bassa/English Female 40-50 2015 
Mrs. Fotsou French/Douala/English Female 30-40 2016 
Mrs. Ngassa French/ Douala/ English Female 40-40 2013 
Mrs. Ngalam French/Douala/Bamileke Female 40-50 2013 
 
Table 3.3. Autobiographical details of teachers in the study 
Name of 
Educator 
 
Subject Gender Age group Nationality  Number 
of years 
teaching 
Miss 
Lorraine 
English Female 35-40 South African 10 years 
Miss Zanele English Female 40-45 South African 15 years 
Mr. 
Khumulani 
English Male 35-40 Zimbabwean 15years 
Mrs. Louw Principal Female 50-55 South African 20years 
 
Table 3.4 Total number of participants 
Number of 
children 
 
Number of 
parents 
Number of 
Principals 
Number of 
teachers 
Total number of 
participants 
6 6 1 3 16 
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3.5. PARTICIPANT SAMPLING 
Punch, (2009: 251) states that sampling usually means “people sampling”. Punch 
(2009: 251) argues that the key concepts are the population “the total target group 
who would, in the ideal world, be the subject of the research" In this study, the 
researcher has utilized "snowball sampling". Snowball sampling involves asking one 
participant to refer others participants in a way that the sample group grows in a 
manner akin to a snowball being rolled. In this study, participants with whom contact 
has already been made, use their social networks to refer other people to the 
researcher who could potentially participate in the study. Snowball sampling is often 
used to find and recruit “hidden populations”.  
This research was conducted in two phases as represented on the diagram that 
follows. 
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                            FIGURE 3.1: The various phases in data collection 
 
    
   
3.5.1 PHASE ONE: HOMES 
3.5.1.1. Step one: Observations 
Observations of immigrant homes:  According to Gillham (2000: 45) observation refers 
to noting and interpreting the non-verbal cues that can be detected during interviews. 
Likewise, McMillan & Schumacher (2006: 347) state that, "participant observation 
enable the researcher to obtain people's perceptions of events and processes 
expressed in their actions and expressed in the feelings, thoughts, and beliefs". 
Phase One
(Homes)
• Observation of homes (every Saturday 
for a period of three months) : (12 per 
home)
• Interviews with 6 mothers (two per 
mother : (12)
• Interviews with 6 children (7-14 year 
old): (12).
Phase Two 
(Schools)
• Observation of 2 schools (once a week 
for three months) :(12).
• Interviews with three school teachers 
(1 per teacher): (3).
• Interview with a school principal (one) 
: (1)
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I have used non-participant observation: that is being involved as an insider, observing 
the participants every Saturday for a period of three months with an observational 
checklist while taking notes.  The purpose of the observations is to establish the 
literacy practices of immigrant parents and children after school hours. Observations 
are the most direct way to obtain data because they furnish authentic perceptions of 
what people do. However, observations are also time-consuming, moreover, the data 
from observations are also challenging to analyze. 
 
3.5.1.2. Step two: Interviews  
Interviews require at least two people and culminate in the co-creation of a series of 
responses addressing a particular phenomenon (Denzin & Lincoln, 2000:646).  They 
are the most common form of data collection within the qualitative paradigm (Punch, 
2009) Because it is the most effective way of analyzing meanings of interviews at 
reality, Johnson & Christensen (2008: 207) "emphasize that qualitative interviews can 
be used to obtain in-depth information about a participant's thoughts, beliefs, 
knowledge, reasoning, motivations, and feelings about a topic’. 
Interviews are therefore indispensable in case study research; they are preferable to 
questionnaires because they serve as a tool that encourages a deep conversation 
between the researcher and the participants and enable the researcher to probe the 
participants to gain clarity where needed. The efficacy of this technique is broadly 
recognized, even though the researcher must prepare a set of guiding questions (as 
evident in Appendix, 5a, 5b, 5c, 5d, respectively) and the responses from the various 
participants have be transcribed. The format of the interview was open-ended and the 
interviewees were encouraged to elaborate on issues raised in an exploratory manner.  
Hence, the interview questions merely assisted the researcher in directing the 
interview instead of being restricted to the predetermined questions.     
As previously stated, six learners between the ages of eight to sixteen were 
interviewed, the reason for this is that this age group can express themselves better 
than the younger age group. Six immigrant parents and three language teachers were 
interviewed as well. Responses from the interview were tape-recorded and the data 
transcribed and analyzed thereafter by the researcher. The purpose of these 
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interviews is to gain insight into the literacy practices of Cameroonian children at home 
and to establish the possible contribution to school literacy. 
3.5.2. PHASE TWO: SCHOOLS  
3.5.2.1. Step one: Observation of home environment 
The concept of observation has been defined and the benefits and downside provided 
under Phase 1. Gillham (2000: 45) highlights three key components of observation; 
that are, watching what people do, listening to what people say and sometimes asking 
clarifying questions. Gillham further identifies two types of observation namely, 
participant observation and detached or structured observation. Structured 
observation involves watching, counting and classifying what one sees; this is mostly 
done in quantitative research. Participant observation which is mainly descriptive will 
be utilized for this study. The school environment, as well as classroom and 
playgrounds, will be observed once every week for a period of three months to find out 
how these children interact with their teachers and peers. These observations will take 
place in two schools that these learners attend. The permission to observe these 
children at school has been obtained and an explanation is provided under the ethics 
section. 
 
3.5.2.2. Step two: Interviews in schools 
A school principal and two language teachers were interviewed (as evident in 
Appendices, 5a and 5b) to gain in-depth knowledge and understanding of the 
behaviour and performance of the immigrant learners at school. The interviews were 
tape-recorded and later transcribed and analysed by the researcher. 
 
3.6. DATA ANALYSIS 
According to McMillan & Schumacher (2006: 461-462) "Qualitative data analysis is 
primarily an inductive process of organizing the data into categories and identifying 
patterns among the categories. The inductive analysis will be utilized in interpreting 
the data as it allows the patterns to emerge rather than imposing the patterns on data 
prior to the data collection process."  In addition, the theoretical perspectives of a 
sociocultural theory of learning and New Literacy Studies will be utilized in analyzing 
the data in Chapter 4. 
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The main method of data analysis is content analysis, which is a method of sorting the 
content of communications. The advantages of content analysis are as follows. The 
researcher can add necessary information if it is missed or incorrectly coded. It forces 
a careful examination of the material thus facilitating qualitative understanding. During 
the data analysis, the researcher will search for significant statements, which could be 
words, phrases or sentences that have particular relevance to the phenomenon being 
studied. The researcher will analyze the data systematically.  
 
3.7. ETHICAL CONSIDERATIONS 
As stated by De Vos (2005: 27) “nobody should be coerced into participating in a 
research project; participation must always be voluntary”. Hence, the nature and the 
purpose of the study were discussed to all the participants. In addition, participants 
were informed that participation in this study is voluntary hence they are free to 
withdraw from the study whenever they wish. 
 
Parents and legal guardians of learners were required to sign consent forms (as 
evident in Appendix 1) on behalf of learners below eighteen. Parents were also asked 
to sign consent forms that granted permission to participate in this study (Appendix 2 
Appendices 3 and 4 respectively) are letters of consent to the principal and educators. 
 
The confidentiality of all the learners, parents and teachers, as well as schools, was 
respected throughout this study. The information provided by participants has in no 
way revealed the true identity, therefore, pseudonyms were used to protect the identity 
of the participants. Permission was granted from the University of Johannesburg ethics 
committee to obtain data from the participants, the ethical clearance number is 2016-
010. 
 
3.8. CREDIBILITY 
Credibility is achieved by recording the interviews carefully, transcribing the interviews 
verbatim, analyzing all the data gathered, and presenting the data in a fair and 
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unbiased manner. The transcribed data was also viewed by the supervisor before 
analysis.  
To ensure trustworthiness, I used member checking. Member checking is the process, 
of assessing the veracity of various claims made by respondents through seeking the 
verification of those responses by other respondents. These offer participants 
opportunities to correct errors and challenge what may be perceived as wrong 
interpretations. All corrections will be made before submission of the final thesis. 
 
3.9. CONCLUSION 
In this chapter, I have described the research design and methodology. In total sixteen 
participants were interviewed. The interviews took place in homes as well as at two 
schools. The data will be analyzed using qualitative case studies and the benefits and 
pitfalls of using case studies have been discussed. Ethical considerations, 
trustworthiness, and credibility have also been discussed. The next chapter focuses 
on data analysis. 
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CHAPTER FOUR  
DATA ANALYSIS AND DISCUSSION 
 
THE LITERACY PRACTICES OF FRENCH-SPEAKING FAMILIES LIVING IN 
JOHANNESBURG 
4.1 INTRODUCTION 
In the previous chapter, I engaged in a discussion of the research design and 
methodology of this study. In other words, I presented the methodological stance of 
this study. In total sixteen participants were interviewed: six learners, six mothers, 
three language educators and one school principal. The interviews with the educators 
were done at school while interviews with the parents and learners were done in 
homes at different time. Schools and homes were also observed at different times, 
and photographs taken.  The results of this study will be presented in two chapters: 
that is, chapters four and five. Chapter four engages with the first research question: 
“What are the literacy practices of French-speaking Cameroonian immigrant families 
living in Johannesburg”? Chapter five focuses on answering the second research 
question: “What is the contribution of Cameroonian immigrant literacies to schooled 
literacy?” 
 
In analyzing the data, I will argue that schools have a role to play in promoting social 
justice and democracy by recognizing and incorporating the home literacy practices of 
immigrant children in the classroom activities for social justice and equity as well as to 
improve the English language proficiency of these children. Moreover, I will argue that 
it is important for schools to empower immigrant children, to enable them to develop 
their full potential by building on the “funds of knowledge” these children bring to the 
classroom as resources to learning. 
 
As previously stated, this chapter engages with a discussion of the findings of the 
literacy practices of selected French-speaking Cameroonian immigrant families living 
in Johannesburg who are learning English in the South African school context. Since 
English is the language of instruction in most public schools in South Africa, linguistic 
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challenges are likely to create an impediment to the education of immigrants from 
French-speaking backgrounds. As stated in Chapter three, Gale and colleagues’ 
(2013) framework of content analysis will be utilized in analyzing the data. In this 
method, data is first transcribed verbatim; thereafter, the transcribed data will be coded 
and categorised into themes, as can be seen in Table 4.2, and finally the data will be 
analysed. By coding the data, six main themes were identified and organized into 
related categories. These themes and categories are interconnected and not mutually 
exclusive. It is important to state that, to avoid repetition some home literacy practices 
such as playing board games have been reserved for analysis in Chapter five. 
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THEMES CATEGORIES 
 
4.2 Language 
4.2.1 Language as a barrier to 
communication in the school context 
4.2.2 Language as a barrier to 
acceptance in the school context  
4.2.3    Language as a barrier to 
academic achievements 
4.2.4 Learners as language brokers 
4.2.5   Mediation in language learning 
4.3 Home literacy practices  
 
 
4.3.1 Reading and writing at home 
 
4.3.2 School literacy practices infiltrating 
the home 
 
4.3.3 Economic literacy 
 
4.3.4 Religious literacy, Bible reading, 
and evangelism 
4.4 Home/school congruence 4.4.1 Congruence between home/school 
4.4.2 Lack of congruence between 
home/school 
4.5 Immigrant families’ views of learning 
in English 
4.5.1 Parents views of learning English 
4.5.2 Children views of learning English 
4.6 Parental involvement in school. 4.6.1 Parents who are involved 
4.7 Challenges faced by educators 4.7.1 Different languages spoken at 
home 
4.7.2 Complimentary strategies 
employed  
 
  Table 4.1: Identification of themes and categories used in this Chapter  
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4.2. LANGUAGE 
4.2.1. LANGUAGE AS A BARRIER TO COMMUNICATION IN THE SCHOOL 
CONTEXT 
The most pertinent challenge for most Cameroonian immigrants in this study is 
language. Since competence in the language of the host country is critical for the 
transition of immigrants into their new place of dwelling. According to Chow (2006: 2) 
“proficiency in English is a major consideration in the necessity, rapidity, and ease with 
which immigrants adapt to a milieu dominated by English”. This statement is relevant 
to French-speaking Cameroonians whose lack of fluency in the English language 
becomes a barrier to communication as well as an obstacle to social integration in the 
South African school context. The Francophone Cameroonian immigrants are mostly 
disadvantaged because of the inability to communicate in either English or the 
indigenous languages of South Africa. For example, Yasmina, a participant in this 
study, who arrived South Africa in 2016 found it difficult to understand what was taught 
in school because of her lack of proficiency in the English language as revealed from 
the interview that follows. Note that interview extracts are presented grammatically 
uncorrected where meaning is not hampered.  
 
I couldn’t phrase a good sentence in English. It was kind of challenging 
like most of them said that new girl, they will be laughing at you. You 
don't know what they are saying they will be talking their language, they 
will be saying stuff, and you make a mistake they laugh instead of 
correcting you, so it was very challenging. There was a time I even 
wanted to give up, I did not want to go to school anymore because I was 
tired of people laughing at me and sometimes in school, I even started 
crying. Ya, because it was very challenging (Interview with Yasmina: 22 
August 2017). 
 
In this extract, Yasmina demonstrates that she feels marginalized and excluded 
because of her lack of proficiency in the English language. She feels learners were 
ridiculing her instead of providing support, which is humiliating. The negative attitude 
of the South African learners towards Yasmina’s inability to express herself fluently in 
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English is not conducive to effective language learning. In addition, Yasmina feels her 
confidence was eroded as peers teased her, making her feel deficient which affected 
her self-concept and self-esteem. In such an instance the feelings that Yasmina 
registered could have led to her giving up or losing interest in her education. Pavlenko 
& Blackledge (2004: 3) states that, “language and literacy are sometimes used to 
marginalize particular individuals and groups”. This concurs with Vandeyar’s 
(2010:350) claim that "when immigrants are deprived and destitute of the basic tenets 
of language in a community, there is a possibility of exclusion". Therefore, it is of 
paramount importance that immigrant children are supported in the process of learning 
a new language. Support could be provided by mediating agents such as parents, 
siblings, peers, and teachers.  
 
Vygotsky (1978) emphasizes the importance of social interaction in language learning, 
whereby a more competent peer or person assists the less competent peer through 
supportive conditions in which the novice can extend his or her current knowledge to 
a higher level of competence. Likewise, Rogoff (2003), observes that young children 
learn as apprentices alongside more experienced members of the community.  
Therefore, mediation and scaffolding in language learning are of great importance, as 
these supports enhance the learner’s ability to rise to a higher level of intellectual 
development, through the assistance of an adult mediator or a more capable peer and 
thus gain agency. Mr. Khumulani also reveals some of the challenges encountered by 
immigrant learners. 
Mr. Khumulani:   The first problem is their confidence is very low when it 
comes to the usage of English and when it comes to writing 
also it is a challenge, When they write you do not really 
understand. 
Mr. Researcher:  So why do you think their confidence level is low? 
 
Mr. Khumulani:  Because they are not at par with the rest of the children; 
they are from a non-English-speaking country and coming 
into an English speaking country where English is the 
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language of instruction, that also erodes their confidence. 
Also, some learners when they make a mistake when 
speaking or reading they tend to laugh at them, especially 
when we do oral presentations. Now the immigrant 
learners want to come for their presentations during break 
when the other learners are not in class. So it boils down 
to their confidence level. (Interview with Mr. Khumulani, 28 
July 2018) 
 
In this extract Mr Khumulani reveals how immigrant learners are ridiculed in class by 
their peers due to their lack of competence in English. The fact that some immigrant 
learners prefer to do presentations during break when their peers are not present 
reveals that, they are trying to avoid being ridiculed by peers and also this suggests 
that their confidence level is low. Furthermore, an interview with Mrs. Ngalam reveals 
a similar experience her daughter Mary had, during her early days at school.  
 
Mrs Ngalam:  Oh when they came here, my kids were coming home 
crying, because kids here are not like French kids, they are 
so mean, and how can I say, they will make fun of you. Like 
my first child she will come home crying that Mama Mama 
they are making fun of me, when she says something they 
will laugh, and they will make fun of her that you  are so 
black, you are like that, you are like that, and she will come 
home always crying. The first year was difficult (Interview 
with Mrs Ngalam: 22 August 2017). 
 
In this extract, Mrs. Ngalam states how her daughter Mary, was ridiculed in school 
because of her inability to communicate fluently in English. As a result of children 
teasing her, she felt distraught. The excerpt from Mrs Ngalam is in agreement with the 
statement by the New London Group (1996 in Gichura, 2013: 124) that “African 
youths, like most newcomers, faced marginalisation for lacking the host society and 
school’s social and cultural capital, and non-recognition of their own cultural 
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knowledge and languages”. Given that, the Constitution of South Africa (1996) 
guarantees ‘every child the right to education’, there is need to acknowledge the 
literacy practices of these children.  
 
As postulated by Suárez-Orozco et al (2015: 51) “schools play an integral part in 
facilitating child development. It is very important for schools to address the needs of 
immigrant children, especially during the critical phase of transition into a new 
language and culture, so that immigrant children develop unique social and 
psychological competencies for optimal growth and academic achievement. These 
include developing bilingual and bicultural skills, forming positive ethnic and racial 
identities, and learning to navigate and overcome both interpersonal and systematic 
discrimination”.    
 
4.2.2. LANGUAGE AS A BARRIER TO ACCEPTANCE IN THE SCHOOL 
CONTEXT 
According to Suárez-Orozco et al (2015) schools are the principal avenue for 
acculturation and adjustment to a new environment where children are concerned. It 
is through these institutions that friendships are forged, tethering new arrivals 
emotionally to the host nation and affording them the opportunity to express 
themselves hence ameliorating their new communicative competencies. Additionally, 
of course, schools are where formal learning takes place and qualifications are gained. 
However, as noted by Qin et al., (2008 cited in Vandeyar, 2010) “the transition of 
immigrant students into the host country is influenced by a number of factors such as 
discrimination, harassment, attrition, isolation, language barriers, social standing, 
cultural changes, social change, teaching styles, school environment, academic 
standing, sense of belonging, and identity”. Gichuru (2013: 37) concurs that “the 
isolation of immigrant students in social contexts may negatively affect the integration, 
language learning, and identity of new students”. This is true for most French-speaking 
Cameroonian learners in the South African school context.   Data elicited from this 
study reveals that they are excluded by their South African peers from their social 
network because of their inability to communicate in the indigenous languages of 
South Africa as seen in the interview that follows.  
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Researcher:   Do you have any problems at school? 
Gladys:  No, except that my friends speak other languages I do not  
                                understand. 
Researcher:  How do you feel about that? 
Gladys:  I feel sad because I do not understand what they are 
saying. Like Chichi and Zanelle, they are so annoying. 
Researcher:  Why? Do they switch from one language to another when 
you people are together? 
Gladys:   Yes, they start speaking in English and they change to Zulu  
(Interview with Gladys: 11 August 2017) 
 
This extract illustrates the roller-coaster of emotions that Glady gets when she mingles 
with her fellow South African peers at school. Lave & Wenger’s (1991) theory of 
situated learning explain the transitions in learning practices when people are exposed 
to new situations. “Learning is viewed as participation in social practice whereby new 
comers to a community of practice are both absorbing and being absorbed in the 
culture of practice”. In Lave & Wenger’s terms immigrant learners need to learn the 
new rules of the South African school context in order to be engaged in the new 
community of practice. An analysis of the data indicates that Gladys feels excluded 
and a sense of insecurity when in the milieu of her South African peers at school. 
 
Hazel et al (2007:3) further argue that, “coming to know a new community of practice 
is an emotional process that can incorporate feelings of alienation and exclusion, as 
well as of excitement and exhilaration. A broader understanding of how students learn 
then depend not just upon the individual’s emotional commitment to developing a new 
learning identity but on the emotional interaction between the student and the learning 
environment”. Hazel et al (2007: 4) state “some learning can involve upsetting or 
alarming experiences, leading to feelings of psychological vulnerability and insecurity”. 
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Suarez-Orozco et al (2015) note that immigrant children’s perceptions of 
discrimination may negatively impact their self-esteem, physical health, and ability to 
achieve for new arrivals, particularly children, an inhospitable ‘welcome’ can 
undermine confidence and competence. Furthermore, this imposed isolation can in 
fact develop into a form of wilful alienation, an intentional stance that embraces the 
familiar and rejects the new.   
 
Yasmina further reveals how her South African peers use the power of language to 
segregate her, as can be viewed from the excerpt that follows. 
  
Researcher: Do they switch to other languages when you sit in their 
groups? 
Yasmina:       Now that they know I understand English they rather 
speak  other languages. It’s just like when you come in 
the group, they  were talking in English when they saw 
you they just change, now  you feel they are talking about 
you, you feel  uncomfortable.  (Interview with Yasmina: 
22 August 2017). 
In this extract Yasmina states how she feels uneasy when her peers immediately 
switch to another language when they meet because they have realised her 
proficiency in English is improving. South African learners use the power of indigenous 
languages to exclude her from their group and this act of exclusion can profoundly 
influence an adolescent immigrant’s ability to excel (Suarez-Orozco et al 2015) the 
social support received from teachers and peers can profoundly influence the 
likelihood of immigrant adolescents achieving their potential.  
 
As a result of the lack of competence in the indigenous languages of South Africa that 
prevents Cameroonian immigrant children from engaging with the children of the 
dominant culture, they prefer to socialize and identify with the Congolese learners 
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because they share a common language French, as revealed in the extract that 
follows.  
I only have two friends who are from Congo, Valerie, and Vanessa. So I 
stay only with them, with the South African peers I only say hi to them 
and in class whenever I need help or when they need help they ask me 
(Interview with Gladys: 22 August  2017). 
 
In this extract, Gladys indicates that she has just a few friends in school who are 
immigrants from Congo with whom she shares a common language which is French. 
The fact that Gladys’ friendship is restricted only to Congolese immigrant learners 
articulates how language serves as a tool that unifies people. 
 
4.2.3. LANGUAGE AS A BARRIER TO ACADEMIC ACHIEVEMENT 
 
The year I came here 2013 I went to grade 9 for term 2, the first time I got 
30 percent for English, the second time I got 40 but I didn't go to the next 
grade because my English was still not good.  I repeated grade nine 2014 
(Interview with Emelia: 24 July 2017).  
In this extract, Emelia reveals that she was asked to repeat grade nine because of her 
lack of proficiency in English. The fact that she had to repeat a grade due to lack of 
competence in English implies that English is a barrier to her academic achievement. 
As stated by Suarez-Orozco et al (2015: 7) “many immigrant students struggle 
academically, leaving school without having acquired the tools they need to function 
effectively… limited education severely impedes social mobility over time”. This is also 
relevant to the South African context where education is viewed as the key to “upwards 
social mobility” On the other hand, Delgado-Gaitan (1994: 137) stated, when 
immigrants identify with the school environment they are able to “quickly discover that 
schooling is essential to success” in their host country so as to embrace social mobility. 
Hence, schools need to consider recognising and support the home literacy practices 
of immigrant children in the classroom activities and integrate them into the curriculum, 
to improve the English proficiency of these children. 
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Giambo & Szecsi (2015) posit that if the home language is well-developed and 
supported-strong language skills and academic concepts are likely to be achieved in 
both languages which results in bilingualism. The reasons for the weak academic 
performance of French-speaking Cameroonians is because at home they speak a 
different language from the language spoken at school hence this creates a 
disconnection in their literacy practices. Emelia further reveals how she felt lost in the 
classroom because of her inability to understand English. 
Actually, I felt lost because I couldn't understand anything and the 
teacher was speaking so fast that I couldn't understand what they were 
saying and I got the fear within me that she gonna pick me to answer the 
question when I did not even understand what they were saying. So you 
are scared and you feel like hiding yourself but if you hide obviously they 
will see that you are trying to hide, so you are trying to focus to 
understand but you are lost, you are blank you can't understand anything 
(Interview with Emelia: 24 July 2017). 
In this extract, Emelia reveals how she felt lost, blank and was afraid of being called 
upon to answer a question because of her inability to comprehend what the teacher 
was saying in English. In other words, Emelia was insecure and was afraid of making 
mistakes which lead her to be silent in class. Gibson & Carrasco (2009: 254) stated 
that, “although official school discourses appear to embrace cultural and linguistic 
diversity, foreign born and native-born children of immigrants often end up feeling 
silenced and alienated because actual practices can be elitist and tokenistic”. Learners 
may become silent in class when they are unable to understand the language of 
instruction which limits the opportunity for them to engage in meaningful discussions 
in the classroom. Therefore, Cummins (2004, in Gichuru:2013) stated that, the 
“possibility for agency can be realized, when educators reflect critically on the taken-
for-granted aspects of the school curriculum, such as the choice of what is to be taught 
and how, and on ways to support learners, such as African immigrant students, whose 
voices are not represented by the official school curriculum” the management of these 
institutions needs to reflect carefully on curricular content and method of delivery in 
order to support the development of the sort of autonomy and independence that 
characterizes healthy growth. 
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For children to learn successfully they need to be in an environment where they are 
free to express themselves without any fear of making mistakes. The situation is even 
more difficult as sometimes immigrant learners are demoted two classes behind their 
classmates so that they can gain competence in the English language or probably 
because of the non-recognition of their prior schooling. The interview with Mrs. Obase 
reveals this situation with her daughter Brigit. 
She didn’t pass and when she came because she didn’t know English 
they sent her two classes back because of the English (Interview with 
Mrs. Obase: 22 August 2017) 
 
This practice of demoting immigrant children further suggests that little effort is made 
to understand the strengths of immigrant children rather that their weaknesses are 
focused on. Hence, the demotion of Mrs. Obase’s daughter (Brigit) suggests that, her 
literacy practices are "devalued" by the school instead of recognizing and supporting 
her to gain competence in the language of instruction in school. Furthermore, the 
placement of Brigit behind her age cohort can be detrimental to her education and 
provokes a sense of failure in the child. 
Moreover, academic exclusion was experienced in terms of the curriculum content 
which focused mainly on South African cultures as revealed by one of the participants 
in this study. 
 
Researcher:   What kind of school projects do you engage in?  
Brigit:  Going to research on cultures in South Africa. They only 
limit themselves to South Africa. Yes, since I’ve been here 
in South Africa they have always been teaching about one 
person, Mandela and we have that person in our brains 
and now we grew tired of it. And I feel like why we limit 
ourselves only to South Africa. And I sometimes feel as if I 
am lost (Interview with Brigit: 8 August 2017). 
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In this extract, Brigit feels alienated, aggrieved and agitated by the educators limiting 
the children to research only on South African cultures. First of all, Brigit lives in South 
Africa hence it is important she learns about the cultures of South Africa and secondly, 
given that Mandela was not only a South African icon but a global icon it is 
unreasonable for Brigit to think studying the history of Mandela is limited. It is important 
for immigrant children living in South Africa to learn the history and cultures of South 
Africa. It is thus enriching for both immigrant children and their South African peers to 
learn about different cultures in the world. By learning about different world cultures, it 
broadens their horizon and reduces prejudices between immigrant children and 
citizens at school. Delgado-Gaitan (2012) argues that only very skilled and 
experienced teachers can appropriately incorporate the cultural currency of new 
arrivals in the learning process, but that when it is achieved, benefits accrue to each 
learner in the form of inculcated open-mindedness and respect. 
 
A matter related to language was that of accent. An accent is an indication of immigrant 
status and contributes to academic exclusion (Vandeyar, 2010).  Mai (2011: 135) 
noted that, “the South African sociolinguistic environment has affected the language, 
identity, language forms and Cameroonians’ perceptions as they now tend to speak 
mostly like the South Africans in order to be understood and also that they may not be 
excluded”. Accent was a clear identifier of immigrant status and aggravated academic 
and social exclusion as revealed from the interview with Mrs. Ngassa, Victor’s mother. 
Reseacher:   How did your son cope during his initial days at school in 
South Africa? 
Mrs Ngassa:  It was really difficult for him to integrate in the South 
African school system with the accent he came with, and 
not knowing how   to make friends at the break, it became 
so bad that he had to start speaking like them now, I would 
wonder if he is a Cameroonian now because now he 
sounds like a coloured person. But it was difficult, he also 
said he was being bullied.  They said he is black and dark, 
and so they call him names. (Interview with Mrs. Ngassa: 
10 August 2017). 
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In this extract Mrs. Ngassa reveals how her son Victor, could not easily integrate in 
school because of his accent which jeopardizes his chances of making friends. 
However, she states how Victor now sounds like a South African of mixed race. This 
suggests that he has assimilated into the dominant culture of the South African 
communities. In other words, Victor has come to adopt the various mannerisms and 
ways of speaking (discourse) of the citizens of South Africa through exposure to this 
culture.  In such an instance, Victor has lost his original accent and acquired a new 
accent which implies he is enacting a new identity. Gichuru (2013: 36) noted that, 
“immigrant youths face challenges of identity negotiation in their new social location”.  
 
4.2.4 LEARNERS AS LANGUAGE BROKERS 
Cline (2014:4) defines people as language brokers “when they act as an agent for one 
party in a conversation” furthermore  “a language broker is there to support someone 
(just as a finance broker, theoretically at least, is supposed to protect the interests of 
their client)”. Language brokers may offer explanations of what is said and act as 
intermediaries between the main parties (Cline, 2014). Likewise, Alvarez (2017: 5) 
postulates, “to language broker is to serve as liaison with influence in exchanges 
between individuals, to partake in an exchange as an active audience assuming 
creative or independent agency”. Since immigrant children often learn the languages 
of the host country faster than their parents they serve as language brokers to their 
parents. In this study, Cameroonian children who have gained proficiency in some of 
the languages spoken in South Africa utilize their bilingual skills to translate and 
interpret, between parents and non-family members.  
I speak English, Zulu, Sepedi Afrikaans, and Sotho, when we went to a 
restaurant the waiter assumed since we are blacks we understand her 
language so when she spoke in isiZulu I translated it to my parents 
(Interview with Mary, 14 August 2017). 
In this extract, Mary recounts how in a restaurant she "translated" what the waiter said 
in isiZulu to her parents who do not understand this language. In such a case Mary 
facilitates the flow of information between the waiter and her parents. In other words, 
Mary mediates the communication between the waiter and her parents, through 
shuttling between isiZulu and English. This, of course, empowers Mary and she 
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develops a sense of pride in her services. Makoe & McKinney (2014: 1) argue that 
“learners’ full multilingual repertoires can be legitimately used as resources for 
learning. Language brokering opens up lines of communication between people”. 
However, Weisskirch (cited in Alvarez, 2017) argues that during language brokering, 
“the authority position of the parent may be suppressed as the child or adolescent acts 
as the spokesperson for the family”, especially if the child has to attend school 
meetings on behalf of the parents. Therefore, language brokering can be said, to 
disrupt power dynamics between parents and children but this is, however, temporary.  
 
4.2.5 MEDIATION IN LANGUAGE LEARNING 
Vygotsky’s concept of language learning through mediation with more capable peers 
or adults (Vygotsky, 1987) was recognized from the interviews in this study between 
learners, peers, parents, and teachers. Vygotsky refers to mediation as a part played 
by other significant people in the learners’ lives, people who enhance their learning by 
selecting and shaping the learning experiences presented to them. Learning in a 
second language context should be a collaborative achievement and not an isolated 
individual’s effort where the learner works unassisted and unmediated. Rogoff (2003) 
and Lave & Wenger (1991) observe that young children learn as ‘apprentices’ 
alongside more experienced members of communities.  
 
The role of mediators, such as teacher, adult, sibling, peer, or grandparent is crucial 
in initiating children into new cultural practices or guiding them in learning new skills. 
This concept of peer mediation is supported by Vygotsky's sociocultural theory that 
emphasizes the importance of social interaction in language learning. Vygotsky stated 
that the child should be assisted by an adult or a more knowledgeable peer in 
achieving a task that they could not do alone. This intervention would help the child 
move towards the zone of proximal development. The zone of proximal development 
is defined by Vygotsky (1978: 86) as “the distance between the actual development 
level as determined by independent problem solving and the level of potential 
development as determined through problem-solving under adult guidance or in 
collaboration with more capable peers".  
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This study reveals that peer mediation was used as a strategy to enhance English 
language learning for French-speaking Cameroonian immigrant learners in the 
classroom. The data gleaned from the interviews that, when French-speaking 
Cameroonian immigrant learners find it difficult to understand what has been taught in 
class, the educator calls on Congolese learners who speak French to explain the 
concepts in French, to enhance understanding.  
Ya, the Congolese learners were the ones that helped me the most in class 
because they knew I wasn't speaking English so they would come 
personally to me to explain things if I don't understand  (Interview with 
Yasmina: 22 July 2017). 
In this extract, Yasmina reveals that she gets assistance mainly from the Congolese 
leaners in class, this reveals that learners who share the same language, become 
peer mediators in the process of learning a new language. It is in light of this that 
Gregory et al (2004: 3) state that, “young children and their mediators, living and 
learning in different cultural and linguistic settings, have the potential to be successful 
learners. They can achieve this by bringing together the various knowledge they have 
acquired from their home literacy and learning practices, their community schools, and 
their mainstream English schools, as well as by developing, from these knowledge 
new forms of practice that enable them to make sense of texts and to support their 
own successful learning”. Nothing necessarily precludes the successful development 
and academic progress of young children whose families migrate. It is, however, 
essential that they harness their prior learning and couple it with new knowledge and 
in certain cases peer support, in order to thrive in this strange new environment. In 
addition, an English language (Ms. Lorraine) reveals that, she uses a considerable 
amount of peer teaching in her classroom during reading. 
I pair them in groups of four or six, but sometimes when the group is too big 
it becomes a problem and when you are pairing them you put a stronger 
learner with a weaker learner so that a stronger learner can mentor the 
weaker learner  (Interview with teacher Lorraine: 9 August 2017). 
In this extract Ms. Lorraine illustrates how she relies on pairing the learners in groups 
during reading activities in the classroom. She does this in a specific way, that is, a 
“stronger learner” with a “weaker learner”. By so doing the stronger learner who is 
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‘more knowledgeable’ assists the weaker learner to develop reading skills. This implies 
that teachers believe in the power of peer mediation in facilitating learning. As peers 
who speak the same language also act as skilled facilitators of classroom learning, 
they participate together in collaborative learning (Chen & Gregory, 2004). 
Cameroonian immigrant learners learning of language through peer mediation shows 
“the primacy of social interaction in language learning and the importance of creating 
an environment where the skills, concepts, and language valued in the new community 
were available for appropriation by the learner through multiple modes of interaction 
with those more ‘fluent’ in the discourse of the community” (Hawkins, 2004: 16). I argue 
in this study that, to empower immigrant learners and to enable them to develop their 
full potential it is a school’s responsibility to provide a social environment conducive to 
learning and the fulfilment of the potential for these children.  
 
4.3. HOME LITERACY PRACTICES OF CAMEROONIAN IMMIGRANT 
FAMILIES 
Hull & Schultz (2002) argues that, knowledge of relevant information about students' 
out-of-school literate practices may, therefore, support teachers' engagement with 
students by relating this knowledge to the instruction to enhance literacy achievement. 
This section engages with the home literacy practices of Cameroonian immigrant 
children, and argues that, it is important for schools to consider recognising these 
practices and incorporate them into their classroom activities so that immigrant 
children gain the skills necessary to function properly in today’s economy. According 
to Cummins et al. (2005), the home literacies embedded in learners’ home languages 
facilitate the flow of knowledge and connect the home and school literacies that 
validate learners’ identities as well as their linguistic and cultural capital in multilingual 
settings. This study reveals that, there are occasions in which the home and school 
literacies of Cameroonian immigrants are similar or different to those of schooled 
literacy. For instance, immigrant children do engage with school work at home, so we 
find school literacies infiltrating the home domain. The following were identified as the 
home literacy practices.  
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4.3.1. READING AND WRITING AT HOME 
When children are able to “observe activities that involve reading or writing and are 
involved in literacy practices, such as when they get help with homework, they gain 
literacy skills and learn the conventions of literacy in their family and culture” (Street, 
2001: 10). The photograph that follows is an example of letter writing at home. 
 
 
Figure 4. 1: An example of a letter by Mary to her friend. 
 
Figure 4.1, is a letter written by Mary to a friend. In spite of the fact that Mary could not 
spell the words correctly, this letter reveals her identity as a writer, as well as her 
interest in learning to write in English language. This is an example of writing that takes 
place at home. In this writing sample Mary appreciates her friend as a good friend.  
The data obtained from interviews in this study, reveal that in some immigrant homes 
reading the books obtained from school was one of the literacy practices in which 
children engage with their parents after school. The data reveal that in some high 
socio-economic homes of Cameroonian immigrants living in Johannesburg, children 
have the culture of reading to their parents and older siblings at home.  This 
observation aligns with Trudell and collegues’ (2012: 8) study which indicates that, 
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“the home and community environment influences reading achievement in the 
classroom”. Therefore, if reading is highly valued at home there is a likelihood that 
child will cultivate the habit of reading and perform better at school.   
While in some low socio-economic homes of Cameroonian immigrants there is very 
little reading done at home. This finding, however, contradicts those of Heath (1983) 
and Gregory & Williams (2000), whose studies found that low income and minority 
families do provide appropriate environments that foster literacy learning at home. 
From my observation of homes, it was evident that in two low socio-economic 
Cameroonian immigrant homes, there was no physical space for reading or a reading 
table available for children to read to their parents. Reading is not frequently done after 
school even though teachers emphasised the importance of children reading to their 
parents at home. In some of the lower socio-economic homes, homework is done on 
the bed or floor, books or reading materials were non-existent. There was also no 
library in the vicinity of the homes from which children could borrow books. This may 
be one of the reasons for their low academic achievements at school. For instance, 
Mrs Ngalam who is a hairdresser and lives in a single bedroom flat in Yeoville 
recollected her child’s poor academic performance at school. 
Like now when we had the meeting the teachers promised to help them with 
remediation, so after school, they meet their teachers and they help them 
in the subjects where they failed (Interview with Mrs. Mrs Ngalam: 7 August 
2017). 
In this extract, Mrs Ngalam states how her child is in a remedial class because her 
child performs poorly in literacy.  
 
4.3.2. SCHOOL LITERACY PRACTICES INFILTRATING HOMES 
 
“When I come back from school, I first eat then I rest and later I start with my 
homework. My mom calls me and checks my books then we start doing the 
homework. Sometimes I have to read to her, some days I do the homework 
in math and English. If I cannot spell the words I call my mom and she helps 
me with her dictionary to spell the words and to get the meaning of these 
words” (Interview with Mary: 22 August 2017). 
 68 
 
 
In this extract, Mary reveals her activities after school such as reading to her mother. 
She states further that if she cannot spell the words she calls on her mother to assist 
her. Therefore, Mary also abides by the importance of Vygotsky’s concept of mediation 
where “a more knowledgeable person assists the novice” in language learning. 
Homework was a very prominent activity in the homes of most of my participants. The 
time spent on homework activities, and the ways in which parents helped their children 
with homework tasks, varied across families. The differences across schools in 
expectations about homework and the amount of homework set are the reasons for 
this variability. Although generally, the demands of homework increased with the age 
of the child. Unlike Mary, Victor (15 years old) in grade nine works on his own, 
especially as his parents cannot help him in certain subjects such as Afrikaans 
because they lack competence in Afrikaans. The computer, therefore, becomes a tool 
for language learning as revealed from the interview with Victor. 
 
“I help myself, using google translate. Let me say I have homework in 
Afrikaans, I first write it in English, because I ask my friends in school to 
give me the meaning in Afrikaans then I go put it on google translate then I 
get wordings in Afrikaans before going to the essay”.  (Interview with Victor: 
21 August 2017) 
In this extract, Victor states how when doing homework in Afrikaans, he first writes in 
English then he puts it on google translate to get the words in Afrikaans. Victor 
therefore decided to empower himself by using the internet to learn Afrikaans. In other 
immigrant families where the parents are not fluent English speakers, assisting with 
homework is a problem. Parents have a role to play in the education of their children, 
if parents cannot assist their children with homework because they lack knowledge of 
the languages spoken at school, then it is unclear who assists these children with 
homework.  The extract that follows is an interview with Mrs. Ngalam, a mother who 
experiences problems with homework. 
 
Sometimes, I do not understand the homework, so I will write a note to the 
teacher that I do not understand, they will manage with them like that, and 
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they must not send what I do not understand back to me.  (Interview with 
Mrs. Ngalam: 22 August 2017) 
 
In this excerpt, Mrs. Ngalam reveals how sometimes she does not understand the 
homework sent from her child’s school probably due to a lack of competence in English 
and she writes a note to the class teacher stating that she does not understand what 
to do.  If she cannot understand the homework the question remains how she can 
effectively assist her daughter with school work. Therefore, it is important for the 
school to create programs that can support immigrant families in learning the English 
language. When these parents develop a good grip of the English language, they will 
be able to assist their children with homework. In order to empower herself to assist 
her children with homework in English Mrs. Ngalam recollects in the following excerpt 
how she downloaded the dictionary on her phone that assists her to do homework for 
her children. 
I manage to download a dictionary in my phone, so if I am reading with 
my children and I do not know some words I will put it in the dictionary 
and the dictionary will say what that word means and will manage like 
that.  (Interview with Mrs. Ngalam: 22 August 2017). 
Sometimes when homework becomes more difficult some immigrant parents tend to 
shift the responsibility solely on the child. However, this is not a good practice because 
parents are supposed to support their children with homework. 
Researcher:    Do you assist your children with school work?   
Mrs Fotsou:   Yes, I assist the one in grade one, the others they help 
themselves.   
Researcher:    So why don’t you assist the others with their homework?      
Mrs Fotsou:    No, I cannot do it because I am not the one 
going to school. (Interview with Mrs. Fotsou: 11 August 
2017).     
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In this extract, Mrs. Fotsou seems to be comfortable doing homework with her child in 
grade one, however, she states how she assists only her younger child with homework 
and she expects the older ones to do their homework for themselves. This response 
seems to suggest that, Mrs. Fotsou is not comfortable doing homework with the 
children in the higher grade. Possibly because of her inability to understand English. 
Therefore, it is important for such parents to attend school meetings where they can 
seek help with the problems related to the education of their children. The photograph 
that follows (Figure 2) is a mother’s day card created at school which has been brought 
home, this is another example of literacy taken from school to the home. 
 
 
 
 
 
 
 
 
 
 
 
       Figure 4.2: An example of a Mother’s Day card 
 
 
 
This is a Mother’s Day card created by Emelia at school, thanking God for her mother. 
Having discussed school literacy infiltrating homes, I will move on to economic literacy 
which is another home literacy practice of Cameroonian immigrant learners. 
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4.3.3. ECONOMIC LITERACY 
Apart from reading and writing at home, some of the Cameroonian immigrant children 
engage in other activities such as assisting their parents in businesses where they 
gain skills that can help them in their future careers. However, these home literacy 
practices are not known to the school, therefore through this study educators may 
become aware of the skills and literacy practices of the children they teach. 
 
I help with the calculation part because sometimes she loses count so I help 
her with the calculations and sometimes I help her to pay the workers 
because she has some workers. I sometimes make sure she has given 
them the money on time - they don't have any problems. (Interview with 
Brigit: 8 August 2017). 
In this extract, Brigit reveals how she assists her mother in her business with 
accounting by doing the calculations and paying workers. Brigit in this light enacts an 
identity of an adult by playing the role of an accountant in her mother’s business which 
her class teacher does not know of. Therefore, schools have a role to play in promoting 
social justice by creating space where immigrant learners can explore the “funds of 
knowledge” within them which are resources for learning.  
Other parts of people’s daily lives such as wall frames, the kind of dresses they wear 
and even the way they display furniture at home constitute a “wealth of literacy 
practices in the lives of those often considered by the educational establishment to be 
‘deprived of literacy’ (Gregory & Williams, 2000: 203). Victor wore a pair of trousers 
with the inscription ‘Cameroun’ on it (“Cameroun” is a French spelling of Cameroon), 
which is a “symbolic marker” (Kajee, 2011) portraying the Cameroonian immigrant 
families’ efforts to preserve their cultural identities.  
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      Figure 4.3: Victor’s pair of trousers. 
 
This artefact portrays Victor’s identity as a proud Cameroonian as well as his 
patriotism for his country of birth. 
 
4.3.4. RELIGIOUS LITERACY 
As postulated by Suárez-Orozco et al. (2015: 81) “religion plays a prominent role in 
youth development. Religious and spiritual developments are central to understanding 
the positive development of individuals within society”. The study of religion provides 
a support structure for immigrant families as they adapt to a different culture in a new 
environment. As noted by Suárez-Orozco et al, (2015) religious communities can act 
as a microcosmic surrogate for wider society and participation in them can help train 
immigrants for assimilation in wider society. 
As revealed from the interviews Bible reading is a prominent activity in immigrant 
homes. All of the Cameroonian families who participated in this study were committed 
Christians who read and prayed together. Religion, therefore, plays a vital role in the 
lives of these immigrants as another symbolic marker (Kajee, 2011). From my 
observation, there were prayer books and wall frames that identify these families as 
Christians. The belief in God provides immigrant children with a sense of purpose 
(Suárez-Orozco et al, 2015).  
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When immigrant parents read the Bible with their children they are socializing them 
into literacy practices that have the potential to enhance text based study habits that 
may lead to high educational achievement in school. The interview that follows with 
Gladys intimates that Bible reading is a home literacy practice. 
 
Researcher:   What do you learn in church? 
Gladys:   I learn how to read my bible, how to meditate 
Researcher:   What do you mean by meditating? 
        Gladys:                       It’s like you take your pen and pencil open your bible then 
    you read and write what you have read (Interview with 
    Gladys: 11 August 2017). 
 
In this extract, Gladys states how she reads her bible and she makes notes on what 
she has read in order to remember. These skills are similar to reading strategies in 
school whereby children are encouraged to skim and scan a text and take down notes 
when reading to enhance understanding. Moreover, through artefacts such as 
inscriptions on a wall, the Ngwa family demonstrate their belief in Christ.  
 
 
 
     
     
     
    
 
 
 
         Figure 4.4:  A French version of Psalm 34:11       
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Figure 4 is a French version of Psalm 34:11 from the Bible which Mrs. Ngwa regards 
as a valuable artefact and that is in her home. This wall frame portrays her family’s 
religious values. Furthermore, immigrant families also engage in community activities, 
such as evangelism. In such an instance religious communities can serve as “a 
bonding experience for immigrants well as a resource that may serve as an 
acculturation pathway” (Suárez-Orozco et al. 2015: 89). Mrs. Ngwa, one of my 
participants revealed how her family sometimes go out to evangelize in their 
community. Evangelising means moving from door to door spreading the gospel to 
their neighbours and by so doing they convert people to Christianity. Through such 
community-based activities as evangelism, immigrant families communicate with 
people and this exposure can improve their language skills. 
Researcher:   Before coming here could you speak English? 
Mrs Ngwa: I was trying because I could read and write but to speak 
was difficult but through my studies and interaction with 
people when we went out to evangelize I was compelled 
to learn more. 
Interviewer:   What do you mean by evangelizing? 
Mrs Ngwa: I mean we go out and knock on people’s door and talk to 
them, present the word of God, those who open we talk to 
them those who do not open we just go away.  (Interview 
with Mrs. Ngwa: 20 August 2017). 
Furthermore, Brigit indicates that she teaches in the Sunday school at church and she 
engages with music at church.  
At the moment I teach in the Sunday school and I play the shakers in the 
youth group. (Interview with Brigit: 8 August 2017). 
In this extract, Brigit enacts the identity of an adult through teaching in the Sunday 
school and playing the drums. This can be linked to Gee's concept of “Discourse”. 
According to Gee (2015: 171) “a Discourse with a capital ‘D’ is composed of distinctive 
ways of speaking or listening and often, to writing and reading coupled with distinctive 
ways of acting, interacting, valuing, feeling, dressing, thinking, believing with other 
people and with various objects, tools and technologies, so as to enact specific socially 
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recognisable identities engaged in specific socially recognisable activities. Suárez-
Orozco et al. (2015) notes that, belonging to a church through religious observance is 
indeed an important form of belonging. Through religion, immigrant children also learn 
values that are highly needed in the communities as revealed from this interview that 
follows. 
 I learnt in church that we don't have to earn anything through a short 
cut, I learn that we have to be in unity because if we break up, it is not 
good, we also have to forgive a lot and we learnt a lot of things that help 
me.   (Interview with Brigit: 8 August 2017). 
In this extract Brigit states how she learns values such as living in unity and 
forgiveness which are important in life. In summary, although it is sometimes assumed 
that minority families have less adequate literacy and language practices than the 
majority households, it is noticeable that certain Cameroonian immigrant families have 
"unofficial literacies" (Gregory & Williams, 2001: 159) in their homes which surround 
them with rich linguistic environments. Hence, it is important for schools to consider 
incorporating the literacy practices of immigrant learners in the school curriculum so 
that these learners reach levels of proficiency equivalent to English native speakers. 
An important aspect that was found in this study is, women were mostly involved in 
doing homework, reading and playing games with children. My findings align with 
Barton & Hamilton’s (2009: 171) view that “home literacy practices are gendered” with 
men having responsibility for official activities and women having responsibility for 
personal realms. To put it simply, women write the Christmas cards and personal 
letters while men deal with the bills and official correspondence”.  
 
4.4. HOME-SCHOOL CONGRUENCE 
As indicated in the last section children engage in diverse literacy practices out of 
school such as reading the Bible, families praying together, using the computer in 
language learning and assisting their mothers in business. Some of these home 
literacies are hidden from the school. Haneda argues that “it is vitally important that 
teachers value and build on students’ existing home and community literacy practices 
in promoting literacy competence in school” (2006: 343).  
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It is interesting to observe that the literacy practices of French-speaking Cameroonian 
immigrants in South Africa are changing. In most families, parents and children spoke 
both French and English and very little of their mother tongue. One can, therefore, say 
that with immigration comes a change in literacy practices. From my observation, 
despite the dominance of French in some homes, parents and children switched from 
French to English and vice versa.  
 
Researcher:   How did your mother assist you learning English?         
Yasmina: She did assist me by not speaking French first of all, strictly 
not allowing it at home. 
Researcher:       Really! Is that what she did?     
Yasmina: Yes, when I came and I started the English classes she 
stopped speaking French to me at all, it was only English - 
whether I understand it or not it was only English, that’s 
how she helped me. Because she said whenever you 
speak French when you want to learn English you will not 
learn English because you only turn to speak French. She 
said to the people in my compound that they shouldn’t 
speak French to me only English even if I speak French to 
them they should answer in English.  
Researcher: Ok, so now at home if your mom enters will she speak to 
you in English? 
Yasmina: No, now she has gone back to French but I speak English, 
she is even angry with me for doing that, you see how I got 
stuck, sometimes when I speak French. I can't speak with 
her without some English coming out, so I always mix the 
two languages. (Interview with Yasmina: 22 August 2017). 
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4.5.   IMMIGRANT FAMILIES VIEWS OF LEARNING ENGLISH 
Data gleaned from this study reveals that French speaking Cameroonian immigrant 
families, regard learning the English language as very important in life, due to its 
economic power, status and prestige. They recognize that English is a language that 
is used globally, hence the willingness to learn English. The interview excerpts that 
follow are the perception of parents with regard to their children learning in English. 
4.5.1. VIEWS OF MOTHERS 
 
the one who said English is important was my husband,- is the one who 
said we can go overseas and the children can learn English because 
English is international (Interview with Mrs. Ngalam 22 August 2017). 
In this extract, Mrs. Ngalam states how her husband explained to her the importance 
of learning English as “English is an international”. In other words English is a language 
used internationally. Hence, when they travel overseas her children can communicate 
in English. According to Vigouroux (2006: 6), “Francophone parents together with their 
children, apart from wanting to be able to have a job, also want to have a sense of 
belonging, to be part of the inclusive “we” in the globe where English is the gateway”. 
This is true of Francophone Cameroonian families who are living in Johannesburg. 
Furthermore, Mrs. Fotsou reflected how she has always wanted her children to learn 
English.   
Researcher:   How do you feel about your children learning in English? 
Mrs Fotsou:  Feel about it, for me even in Cameroon, I wanted my 
children to do their school in English 
Researcher:   Why? 
Mrs Fotsou:  Because I was not doing well in English, so I want her to 
do well and get a good job. (Interview with Mrs. Fotsou: 6 
August 2017) 
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Although many immigrant families desire to learn English which is a language of 
instruction in South African schools, they resisted learning any other language in South 
Africa as revealed from the interviews excerpt that follows. 
 
Researcher:   Would you like to learn Zulu? 
Yasmina:   No, and I don’t see the importance of learning those 
languages 
Researcher:   Why? 
Yasmina:  It is for South Africans, it is not gonna take me anywhere? 
Their language is not an international language the 
language we are looking for nowadays is English and 
French. Even Afrikaans is spoken in South Africa. Ya that 
is the thing. (Interview with Yasmina: 22 July 2017). 
          
The fact that Yasmina indicates that she does not “see the importance of learning 
those other languages” as it “will not take her anywhere” shows a disregard for the 
other official languages of South Africa. She further states that, English and French 
are the two languages that are the most needed globally. Mrs. Mbong also shows 
resistance to Afrikaans as seen in the following extract. 
 
I was against that language Afrikaans, I proposed him to do isiZulu, he said 
no, and now he is not doing well at all in Afrikaans. (Interview with Mrs. 
Mbong: 7 July 2017) 
 
4.5.2. CHILDREN VIEWS OF LEARNING ENGLISH 
 
Researcher: Why is English important to you? 
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Brigit: It is very important because English is a universal language, even though in 
some countries, to me if I don’t know English is as if I am lost. (Interview with Brigit: 8 
August 2017). 
 
In this extract, Brigit states that if she does not know "English is as if she is lost", this 
reiterates the importance of English in the global world of today. Emelia reflects a 
similar view. “Because it’s the language that almost everyone speaks and you are 
taught in English that is why it is important and with English, you can get a good job”. 
(Interview with Emelia: 23 August 2017). 
 
Researcher: Why is English important to you? 
Victor:  Because it’s the language that almost everyone speaks and you are 
taught in English that is why it is important. (Interview with Victor: 21 
August 2017) 
All the data in this section reveal that the learners feel it is crucial for them to study. 
English as a knowledge of English gives them access to a wider community of 
speakers as well as the socio-economic benefits that is associated with knowledge 
of English. 
  
4.6. PARENTAL INVOLVEMENT AT SCHOOL 
According to Suárez-Orozco et al. (2015: 105) “parental engagement with children’s 
school is a positive predictor of academic achievement”. Parents have a pivotal role 
to play in the education of their children. However, the interview data reveals that some 
immigrant parents show a nonchalant attitude towards school meetings, probably 
because of their lack of competence in the English language as revealed in the extract 
that follows. 
4.6.1 PARENTS WHO ARE INVOLVED 
As previously stated, the involvement of parents in the education of their children could 
enhance academic achievement. Parental involvement needs to be understood 
through parents’ presence in their children’s schooling. Regardless of whether the 
 80 
 
presence is in a formal school space or in a more personal space created by parents 
themselves. In this study there were cases in which parents were involved while in 
other cases parents were not involved. 
 
Researcher:   Do you attend parents evening   
Mrs Ngalam:    Sometimes I do sometimes I do not   
Researcher:     Why? 
Mrs Ngalam:   (Smiles).  
Researcher:     What do they tell you in such meetings?   
Mrs Ngalam:  Sometimes they say they will teach us how to talk to the 
kids, we should not pressurize them, we must give them 
time, those are things I already know. (Interview with Mrs. 
Ngalam: 22 August 2017) 
 
In this extract, Mrs. Ngalam states how she sometimes attends parents meetings in 
school but sometimes she does not because she feels school meetings are of no use 
to her because she is knowledgeable in the information provided in such meetings.                         
Likewise, Mrs. Ngwa shares a similar view as revealed from the interview that follows. 
 
Researcher:      Do you attend parents’ meetings at your children’s school? 
Mrs Mgwa:     When I go there they are talking, I don’t really find it 
interesting. 
Researcher:    Why don’t you find it interesting? 
Mrs Ngwa:   Because what they are talking is obvious, things that I 
know but last year I use to attend a lot of meeting because 
where my son was schooling they were always calling us 
that he was always on the iPad, Eh too many complaints. 
(Interview with Mrs. Ngwa: 20 August 2017). 
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In this extract, Mrs. Ngwa states that she does not find the school meetings interesting, 
because the discussions in such meetings seem obvious to her. However, parents 
need to work with the school as partners in the education of their children. 
 
4.7. CHALLENGES ENCOUNTERED BY EDUCATORS 
4.7.1. DIFFERENT LANGUAGES SPOKEN AT HOME 
All instruction "needs to recognize bilingual learners' first language as a social and 
cognitive resource that facilitates a two-way transfer of knowledge and skills across 
languages” (Gichuru, 2013: 47). The importance of building on home literacy practices 
of immigrant children was acknowledged by the three teachers that were interviewed 
in this study. However, these teachers mention some challenges they encounter in 
teaching immigrant learners as revealed from the following data.    
 
There are definitely challenges, many of the learners don’t go home and 
practice what you teach them, because you find that immediately they go 
home they start speaking their home languages, so they forget what they 
have been taught in school and you also find that some of the parents do 
not speak English so it is also important that they should come and see the 
teacher. So that interaction is important - sometimes you send a message 
home but you see these learners will not say the message home in English, 
so sometimes they change the meaning of the message in their language, 
so it will come out wrong. (Interview with Ms. Zanelle: 11 August 2017)                                                                                                                                                                                                      
 
In this extract Ms. Zanelle states how challenging it is to teach immigrant learners 
because immigrant learners speak a different language at home, so they forget what 
was taught at school. This highlights the importance of the schools to consider 
incorporating the literacy practices of immigrants to bridge the gap between the home 
and the school literacies. Furthermore, Ms. Zanelle emphasizes the importance of 
parents interacting with the teachers, in other words the home/school partnership is of 
vital importance. Another challenge that is highlighted by Ms. Zanelle is the fact that 
sometimes immigrant learners misinterpret the messages sent home by their teachers 
due to the lack of proficiency in the English language. In other words, the fact that 
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immigrant children lack competence in English leads to misinterpretation of messages 
sent by the teachers to the parents. This underscores, the importance of a partnership 
between the immigrant parents and the school.  
 
It’s challenging, it’s very challenging and sometimes it can also be very 
frustrating, like I said, they are not coming to the party. They are not doing 
their work, so I become very frustrated with this behavior. But in actual fact 
one should not give up because South Africa is a diverse nation,- we have 
to try new methods of teaching even if we have to go and research how we 
can overcome these challenges we face daily in the classroom.  (Interview 
with Ms. Zanelle: 11 September 2017) 
 
In this extract, Ms. Zanelle reveals that, it is frustrating to teach immigrant children who 
lack proficiency in English. However, she admitted that “South Africa is a diverse 
nation, we have to try new methods of teaching even if we have to go and research 
how we can overcome these challenges we face daily in the classroom”. Therefore, 
this study is relevant as it highlights the importance of teachers to consider recognizing 
the home literacy practices of minority children in school activities. Time was also 
highlighted as one of the constraints that hinders teachers from successfully explaining 
language concepts to immigrant children because they have a limited time frame to 
cover the curriculum. Therefore, the language problem may spill over from primary to 
high school and then to the university and the consequences will be low academic 
achievement. The following is an extract from an interview with teacher Ms Lorraine, 
an English language teacher. 
Because I do not have enough time, there will be certain aspects that the 
child does not master well and the child has to move to the next grade. So 
the foundation is not well laid for this child, and the child will always have a 
lapse because that child does not have a solid foundation in English. 
(Interview with Ms. Lorraine:  9 August 2017) 
In this extract, Ms. Lorraine states, due to time constraints, the child will not master 
“certain aspects” in the English language, as a result, there are lapses in the language 
skills of this child. Therefore, that child lacks a “solid foundation in English”. This 
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concurs with the Minister of Education, Angie Motsheka’s statement that "many of our 
learners lack proper foundations in literacy and numeracy and so struggle to progress 
through the system and into post-school education and training" (Department of Basic 
Education, June 28, 2011). Therefore, it is important to empower immigrant children 
by incorporating their literacy practices in classroom activities.  
Researchers such as Gichuru, (2013) and Apple (2008) argued that, in Canada, 
accountability and a prescriptive curriculum shape the work of teachers by taking away 
autonomy and creativity in instruction and by placing demands on time allocated to 
teaching.  Conversely, these demands have shifted public education from the ethics 
of understanding and connecting to the lives of individuals and society. The same is 
true in South Africa as revealed by the data. 
 
Some parents are still not ok if you spend a lot of time on one child so it 
makes the work difficult because there are certain children who really need 
your help but you can't give your help because you do not have that time. 
(Interview with Ms. Lorraine: 9 August 2017). 
In this extract, teacher Lorraine states how sometimes parents are not happy if the 
teacher spends a disproportionate amount of time with a particular learner hence it 
“makes the work difficult, because “there are certain children who really need your 
help but you can’t give your help because you do not have that time”. The response 
from this teacher echoes Kajee’s (2011: 434) statement that, “immigrant children, in 
particular, bring their own language, literacy and cultural practices to the classroom, 
leaving teachers and schools wondering how to cope with their specific needs, in 
conjunction with their already over-burdened workloads”.  
 
4.8. COMPENSATORY STRATEGIES ADOPTED BY TEACHERS TO 
TEACH IMMIGRANT CHILDREN 
Delgado-Gaitan (1990) notes that, the challenge for educators to prepare minority 
students for successful participation in the school system is dependent on the ability 
of schools to incorporate the parents and culture of the home as an integral part of the 
school instruction plan. Educators need to develop strategies to teach children who 
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are learning English as a second language. The data that follows is an explanation by 
Ms. Lorraine with regards to the strategy she utilizes in teaching immigrant learners. 
 
We normally use a lot of pictures so that the child can relate to what I am 
saying, maybe if I talk about the dog and the child is a non-speaker of 
English they can see the relationship between the word that I am saying 
and the picture. So I use a lot of pictures that makes it easier. I used to 
like the basic greetings, like I will ask a child how do you say this in your 
language and the child response: this is what we say for father, this is 
what we say for mother and this how we greet to make the child a little 
bit at ease in the classroom, so we incorporate even the life skills 
together. (Interview with Ms. Lorraine: 9 August 2017). 
In this extract Ms. Lorraine reveals how she incorporates pictures in her lessons when 
teaching immigrant learners, in order to enhance mutual understanding. “So I use a 
lot of pictures that makes it is a little bit easier”. Moreover, she reveals how she 
endeavors to incorporate the home literacy practices of the learner in class for 
instance, "I will ask a child how do you say this in your language and the child 
response: this is what we say for father, this is what we say for mother and this how 
we greet to make the child a little bit at ease in the classroom, so we incorporate even 
the life skills together." This suggests that some teachers recognize the importance of 
incorporating the home literacy practices of immigrant children in classroom activities.  
Sometimes you are excited because one needs to use diversity to teach 
other learners, like we teach them tolerance, respect for each other, so you 
use your classroom. Like your classroom becomes a textbook you can use 
it to teach other children. But sometimes it is even quite frightening because 
you are still struggling to know if this child understands you or not but other 
times it is a good thing at another time it is a bad thing (Interview with Ms. 
Lorraine: 9 August 2017). 
In this extract Ms. Lorraine talks of the importance of using "diversity to teach other 
learners like we teach them tolerance, respect for each other, so you use your 
classroom. Like your classroom becomes a textbook you can use it to teach other 
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children". This is also an indication that teachers do recognize the importance of 
acknowledging and in some instances exploiting the home literacy practices of 
learners in the classroom. 
In the interview that follows Ms. Zanelle states the strategies she employs in teaching 
immigrant learners who are not proficient in English. 
 
Researcher:   So what do you do to overcome these challenges?  
Ms Zanele:  Like I said before it is important you show them pictures, 
and breaking up the words to phonetical sounds and doing 
repetition on the word. And also detailed explanation is 
important to them. This means you have to speak slowly 
and repeat yourself, you have to interact with that learner 
and ask them if they have understood what you are saying. 
If they cannot understand then you get somebody who can 
interpret to do that. Sometimes when this learner can 
speak the writing part becomes difficult, if they can write 
the language. Sometimes you can also let the learner write 
the essay in his home language and let someone translate, 
it is still considered as his own essay. (Interview with Ms. 
Zanelle: 11 August 2017). 
In this extract Ms. Zanelle explains how important it is to show the learners pictures, 
and breaking up the words to phonetical sounds and doing repetition on the word. 
Moreover, also detailed explanation is important to her, this means you have to speak 
slowly and repeat yourself, you have to interact with that learner and ask them if they 
have understood what you are saying. If they cannot understand then you get 
somebody who can interpret to do that. Moreover, she reveals how “Sometimes you 
can also let the learner write the essay in his home language and let someone 
translate, it is still considered as his own essay”. One reason for the educator doing 
this is to enable this learner to express herself in the language in which she can write 
better and also demonstrate to the other learners that English is not the only language 
in which one can express oneself and that there are different forms of communication 
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in which people are competent. This response from this educator indicates that some 
educators are aware of the importance of incorporating the home literacy practices of 
the immigrant children in the school context. Such educators according to Kajee (2011: 
444) should “give up the roles as gate-keepers of the dominant culture and 
acknowledge the right of all basic educations” 
 
4.9. CONCLUSION 
In summary, in this chapter I have engaged in a discussion of the literacy practices of 
Cameroonian immigrant families in Johannesburg. Given that French-speaking 
Cameroonian families have different home literacy practices, language barriers 
emerged as the root cause of most of the problems Cameroonian immigrant children 
encounter in school. For instance, language is a barrier to academic achievement as 
well as communication at school. Moreover, Cameroonian immigrant children are 
excluded from the social network by their South African peers because of their inability 
to communicate in the indigenous languages of South Africa. However, some 
Cameroonian children who have gained proficiency in the indigenous languages of 
South Africa serve as language brokers to their parents in public places. Furthermore, 
the data also reveal home literacy practices such as economic literacy and bible 
reading in which immigrant children engage in after school hours. The challenges that 
teachers encounter in teaching immigrant children were also highlighted and 
compensatory strategies adopted. Through the analysis of the data it becomes clearer 
that, Cameroonian immigrant children engage in diverse literacy practices at home 
which may be unknown to the school. Most importantly, the data further points to the 
importance of recognising the literacy practices of immigrant children at school, for 
equity and social justice and to improve the academic achievement of these learners. 
The next chapter engages with the second research question: How can the literacy 
practices of French-speaking Cameroonian families contribute to school literacy. 
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CHAPTER FIVE  
DATA ANALYSIS AND DISCUSSION OF THE 
CONTRIBUTION OF CAMEROONIAN LITERACY 
PRACTICES TO SCHOOLED LITERACY. 
 
5.1 INTRODUCTION 
In Chapter Four, I focussed on my first research question “What are the home literacy 
practices of French-speaking Cameroonian families living in Johannesburg?” Through 
content and thematic analysis the data was coded and analysed; six main themes 
were identified and categorised. Essentially, language was singled out as a barrier to 
communication and acceptance in the school context, as well as a barrier to academic 
achievement for these immigrant learners. Home literacy practices such as Bible 
reading, economic literacy, participation in church activities (for example singing in the 
choir, and evangelism) and language brokering were identified. In addition, the 
challenges faced by educators in teaching immigrant learners were highlighted and 
strategies to assist these learners were discussed.  
The theoretical framework that underpins this study is the sociocultural theory of 
learning, supported by the New Literacy Studies. This theory argues for the importance 
of incorporating the social and cultural worlds of children in teaching and learning. 
Compton-Lilly (2009: 84) notes that, “the sociocultural theory of learning helps us 
understand, all English language learners come embedded in rich language and 
cultural practices. These practices may be different to those of mainstream students, 
but they are no less valuable or valid”. Therefore, the recognition of the out-of-school 
literacy practices of immigrant learners will benefit all educational stakeholders by 
enabling them to utilise what these learners bring to school as resources for their 
academic success. 
 
The discussion in this chapter focuses on attempting to answer the second research 
question, “How can the home literacy practices of French-speaking Cameroonian 
immigrant children contribute to teaching and learning at school?” I will utilise Moll and 
colleagues’ (1992) “funds of knowledge” theory in attempting to answer this question, 
as well as “third space” theory (Moje et al. 2004).The “funds of knowledge” theory 
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represents the view of households as containing ample cultural and cognitive 
resources with great, potential utility for classroom instruction. Moll et al. (1992:134) 
explain that in their participants’ households, learners were not passive bystanders, 
as they seem in the classrooms, but active participants in a broad range of activities 
mediated by social relationships. Likewise, Marshall & Toohey (2010: 221-222) affirm 
that a “funds of knowledge” approach "acknowledges that minority children, like their 
majority classmates, have participated in social practices in their families and 
communities. The approach is useful in reminding schools and teachers to connect 
school learning to children’s out-of-school learning”. From this perspective, the 
argument that spans this study is that, schools need to consider recognising the home 
literacy practices of immigrant learners by teaching in a way that is relevant to the lives 
of all children. 
 
With regard to third space theory, Moje et al. (2004: 41) describe third spaces as 
“hybrid spaces” where the knowledge and Discourses (Gee, 1996) from the ‘first 
space’ of people’s homes, communities and peer networks merge with the ‘second 
space’ of the Discourses they encounter in more formalised institutions such as work, 
school, or church. “Third space” represent a way of crossing boundaries to succeed 
communicate/interact with different discourse communities (The New London Group, 
1996), and a space of cultural and social change where the Discourses from home 
and school will produce new forms of learning (Barton, 2001: Moje, 2000). Likewise, 
Smythe & Toohey (2009:40) consider the notion of third space as “hybrid literacies”, 
or the “pedagogical space that is created when children’s languages, literacies and 
cultural knowledge are included in classroom pedagogies as resources to support and 
promote collaborative learning”. According to Compton-Lilly (2009: 84): 
 
English language learners, especially immigrant and refugee children, often 
come to school with significantly different histories and experiences than 
mainstream children. These histories and experiences are what they use to 
make sense of new language, experiences, and practices. Unfortunately, in 
many cases while considering gaps between what English language 
learners bring and what is accepted in school, English language learners 
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may come to be viewed as deficient - that is, as coming to school without 
good language skills, knowledge, or experience. 
Based on her research, Compton-Lilly (2009) believes that English language learners 
such as immigrants come to school with considerable experiences, however, in the 
school context this knowledge and these experiences are regarded as “deficient”. This 
implies that minority learners are viewed as lacking the skills necessary for academic 
success. In other words these learners are viewed as problem bearers. Pitzer (2014) 
explains that the deficit discourse constructs children of colour and low socio-
economic backgrounds as lacking and blames them for the state of their schools, while 
ignoring the languages and knowledge that they bring into the classrooms as 
resources for learning. 
Likewise, Delpit (2012) argues that the “deficit view” of minority learners such as 
immigrants as lacking the language and cognitive skills necessary for academic 
achievement in school, is a fallacy. She presents the case of Maya, her daughter who 
was excited to go to school. However, Maya’s excitement died down after a few 
months at school because her class teacher perceived her as a problem, since she 
could not complete the activities of the day. She was also labelled as inattentive and 
a day dreamer. However, when this same learner was moved to another school where 
teachers appreciated her and built on her strengths, she flourished. Hence, Delpit 
(2012) concludes that schools need to concentrate on the positive attributes and build 
on the strength of learners instead of focusing on negative attributes. The following 
themes are the focus of this chapter, given the question on the contribution of home 
literacy practices of immigrant families to school literacy.  
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TABLE: 5.1 Identification and Categorization of themes used in this chapter 
THEMES 
 
CATEGORISATION 
5.1.1 School Literacy 5.1.1.1 Reading and Writing 
5.1.2 Reading at home 5.1.2.1 Reading facilitates school literacy 
5.1.3 Playing board games at home 5.1.3.1 Monopoly facilitates literacy and  
numeracy 
5.1.3.2 Monopoly equips learners with 
knowledge of South Africa. 
5.1.3.3 The 30 seconds game improves 
communication skills and equips learners 
with general knowledge. 
5.1.4 Home numeracy practices 5.1.4.1 Facilitate school numeracy 
5.1.5 Moral Values 5.1.5.1 Morals contribute to the discipline at 
school. 
5.1.5.2 Morals contribute to creating law 
abiding citizens.  
5.1.6 Bilingualism 5.1.6.1 Bilingualism contributes to learning 
a second language. 
5.1.6.2 Translanguaging enhances 
language development 
5.1.7 Lack of knowledge of immigrant 
learners’ literacy practices. 
5.1.7.1 Lack of Knowledge of immigrant 
literacies perpetuates a deficit view 
5.1.8 Teachers’ lack of training to teach 
immigrant learners. 
5.1.8.1 Lack of training results in ill-
equipped teachers 
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5.2. SCHOOL LITERACY 
5.2.1 READING AND WRITING IN SCHOOL 
The data elicited from this study reveals that the “funds of knowledge” minority learners 
bring from home are not incorporated in writing activities in the classroom. 
 
Figure 5.1: An essay writing activity on the black board in teacher Zanele’s grade 7 English classroom 
 
This photograph depicts an essay writing activity on the blackboard, in which learners 
are instructed to write on one of the topics: Describe how drug abuse affects people 
in South Africa? Describe why people should care for animals? Describe why 
education is important in South Africa? The setting here is a public primary school in 
Johannesburg, specifically teacher Zanele’s classroom. Hamilton (2000: 17) notes 
that, photographs are particularly able to capture moments in which interactions 
around text take place. The photograph can therefore be used directly as a source of 
such data. Hence, all photographs in this study have been analysed using Hamilton’s 
(2000: 17) four prototypical elements, which are:      
 Participants: which refer to people, 
 Settings: which refer to the immediate physical context in which the interaction 
takes place, 
 Artefacts: which are the material tools and accessories that are involved in the 
interaction, and 
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 Activities: which are the actions performed by the participants in the literacy 
event. 
 
The participants are Ms. Zanele and her grade seven learners, the activity is essay 
writing in subject English language. The artefacts are the blackboard, chalk, pen and 
paper. As one peruses these tasks, a critical point emerge from the photograph: first, 
questions one and three on the blackboard reflect the premise in this study that the 
literacy practices of immigrant learners are not incorporated in classroom activities. 
These questions are therefore decontextualized to immigrant learners in that 
classroom. To make these topics more relevant to the experiences of the immigrant 
learners present in this classroom, the teacher could perhaps rephrase the question 
like this:  Write an essay explaining why education is important to you as a learner? In 
other words, the topic might engage a much wider scope of learners if it were framed 
in a more universally accessible context, inviting students from around the world to 
contribute.  
Since most learners in South African schools are learning English as a second 
language, The Department of Basic Education (2013) adopted the English Across the 
Curriculum strategy of content based teaching. English across the Curriculum requires 
each teacher to become a language teacher, thus, each time a teacher plans a lesson 
the teacher needs to consider how to improve the language skills and abilities of the 
learners. Essay writing following the English Across the Curriculum model is writing to 
develop vocabulary and to demonstrate knowledge. Hence, learners are expected to 
brain storm ideas, plan, write drafts for the teacher to comment then edit before the 
final submission. 
 
A study conducted by Wiltse (2015: 63) in Canada, examines ways to merge the home 
literacy practices to school literacy of minority learners who were struggling with 
academic literacies, while utilising the third space theory in conjunction with the funds 
of knowledge theory. Wiltse (2015: 63) presents the case of Darius, a ten-year-old 
Aboriginal boy who was considered rarely engaged with school literacy by his teacher. 
However, when given the opportunity to tap from his “funds of knowledge” out of 
school, he wrote an excellent essay which reflects his cultural experiences and his 
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interest in hunting. Hunting involved a family literacy practice. The “Heritage Fair 
Project” as it was known, gave minority students opportunities to explore the cultural 
practices of their homes. Through this practice, the distance between school literacy 
and home literacies was narrowed. Wiltse (2014) therefore, suggests that educators 
need to provide learners the freedom to choose a topic of personal interest which 
allows them to make meaningful connections to their out-of-school lives. This 
approach should not be limited only to minority learners but should be extended to the 
entire classroom as a means to encourage writing and foster literacy development. 
Therefore, to ensure equitable educational outcomes for all learners in contexts of 
linguistic diversity, it is important to incorporate the “funds of knowledge” learners bring 
from home into the classroom.  
5.3. READING AT HOME 
5.3.1. READING AT HOME FACILITATES SCHOOL LITERACY 
The following is an interview excerpt with Mrs. Mbong, a parent participant and her 
daughter, Brigit which demonstrates that when children read at home it improves 
school literacy. 
Mrs Mbong:   Please, go and get your book, let us do reading. 
Brigit:    Ok, let me start. 
Brigit:              We know that three things make up the different parts of 
the weather. 
Mrs Mbong:    I can’t hear you start again. 
Brigit:     (Stares at mom in disapproval) 
Mrs Mbong:    Please, start again. 
Brigit:              We know that three things make up the different parts of 
the weather. They are sun, air and water. The sun gives 
us light and heat. Sometimes, it seems weak and gives 
us less light, and sometimes it’s covered by clouds and 
we cannot see it at all. The air is all around us and 
covers the earth like a blanket. 
Mrs Obase:     Ok: Stop there, so what is that text talking about. 
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Brigit:       It is about ummm it is talking about the sun. 
Mrs Obase:     Is that all, what about the sun? 
Brigit:       It is talking about the sun and the air. 
Mrs Obase:      What else? You just read that the sun gives light and 
makes us hot. 
Brigit:                Yes, that is what I am saying. (She raises her tone 
(Observation: 19 August 2018). 
In this extract, Brigit reads a story from her English text book to her mother, Mrs 
Obase. 
Mrs Obase, the knowledgeable other, scaffolds this reading activity by asking 
questions to see if Brigit comprehends this text. Mrs Obase, therefore, takes Brigit 
from her actual level of development as determined through independent problem-
solving to the level of potential development as determined through problem-solving 
under adult guidance or supervision (Vygotsky, 1978). In this reading activity there is 
evidence of Rogoff’s (1990) notion of guided participation. The text that Brigit reads 
incorporates geographical concepts such as the sun, light and heat which are 
intricately linked to school literacy, hence can contribute to her understanding of 
geography. 
 
Suarez-Orozco et al (2015: 172) note that “achieving school literacy is a much easier 
task for children from homes with certain characteristics, such as parents who model 
literacy activities, the availability of a wide range of reading materials, frequent book-
reading, and discussion of the books and rich verbal exchanges”. It is, therefore, 
undeniable that reading at home contributes to school learning. Two types of reading 
have been identified in this study, the first type is children reading aloud to their 
parents, which is a response to a school request where children are asked to read to 
their parents. This activity is carefully recorded in a book. The second type of reading 
is that which is integrated into most home activities, such as reading when watching 
television, or reading when playing games.  
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According to Barton & Hamilton (2000) reading is a ubiquitous endeavour. Clearly, 
there are written texts in the form of books and articles, but the signs we are required 
to decode in everyday life are all-pervasive. Indeed, it is difficult to call to mind an 
environment, occupation or past time that is not at least partially reliant on reading. 
With the proliferation of various new media, the significance of literacy continues to 
grow. 
 
Barton & Hamilton, (2000) view reading as a social activity which involves making 
meaning from books as well as other “symbolic systems” such as “knitting patterns, 
maps reading, and bank statements”. From this perspective, reading is a social activity 
which cannot be limited only to school but occurs at home as people engage in their 
daily activities. An important point that was observed in this study is, most of the 
reading at home is done in English since these immigrant children aspire to gain 
competence in the English language. This practice has innate drawbacks, as these 
children eventually acquire English at the expense of their home language.  The 
following excerpt with Mrs Mbong reveals that most of the reading is done in English. 
 
Reseacher:  Do you have books in French? 
Mrs.Ngalam:  I have some books in French but they (the children) do not 
    read it. 
Researcher:  Why? 
Mrs.Ngalam:  (She laughs) the first one can try but the others cannot 
because they came here when they were small and they 
have forgotten how to read in French. 
Researcher:  So which books do they read? 
Mrs. Ngalam:  They read English books. 
Researcher:    How do you feel that your children cannot read in French? 
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Mrs. Ngalam:   Well, what do I do, they are now living in South Africa so 
let them learn English. (Interview with Mrs. Ngalam: 22 
August 2017) 
 
This extract highlights how reading at the home of Mrs. Ngalam is mostly done in 
English and it further highlights the inability of Mrs Ngalam’s children to read in French, 
which is their home language. The reason she provides is that her children arrived in 
South Africa as infants, and she believes, since her children are growing up in South 
Africa they should continue learning to read in English, which appears to be the 
dominant  language in South Africa. Mrs Ngalam’s reason further supports the view of 
English as an influential language in South Africa. The inability of Mrs Ngalam’s 
children to read in French suggests that, there is a risk of them losing their home 
language. Chumak & Petrescu (2012:30) notes that, immigrant children “have dual 
language and literacy needs and require concrete support and guidance in learning 
both home language and the classroom language”. In this instance, it does not appear 
that this support is provided. Furthermore, the fact that Mrs. Ngalam’s children read in 
English at home implies that their literacy practices are changing. This aligns with 
Barton & Hamilton’s (2000:109) assertion that “changes in life patterns such as 
migration bring new demands on literacy”. 
 
Apart from reading school books, Bible reading was also identified as a common 
practice in immigrant homes.  Bibles were present in all the immigrant homes. In the 
extract that follows is an interview with Gladys, who is a learner in this study. 
 
Researcher:   What do you learn in church? 
Gladys:   I learn how to read my bible, how to meditate. 
Researcher:   What do you mean by meditating? 
Gladys:           It is when you take your pen or pencil open your bible then 
you read and write what you have read. (Interview with 
Gladys: 22 August 2017). 
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In this extract, Gladys states how she reads her bible and “meditates” on it, by making 
notes on what she has read. Meditation means reflecting, deliberating and 
contemplating after reading. This practice of meditation is congruent with school 
literacy, in schools. learners are taught to read texts and reflect on them; sometimes 
they have to analyse texts critically. Therefore, meditation when reading at home can 
facilitate school literacy. Suarez-Orozco et al (2015: 85) note “in the embedded context 
of the home, families provide children a context of socialization that is informed by a 
range of cultural values, including religious and spiritual ones”. Through Bible reading 
at home, children are potentially socialized into moral values such as honesty and 
sincerity. Religious knowledge can contribute to Life Skills which is a school subject in 
which children learn about the various religions in South Africa. In the extract that 
follows, Gladys explains the importance of religion to her. 
 
Researcher:   What role does religion play in your life? 
Gladys: Religion has an impact in my life, it makes me humble to 
respect God and people- you know you do not talk to 
people any how you have a spiritual life, as a Christian you 
cannot live like a pagan, so it plays a great role. (Interview 
with Gladys: 22 August 2017). 
 
In this extract Gladys demonstrates her knowledge of religious and philosophical 
concepts such as the existence of God, as well as moral issues such as showing 
“respect to God,” and people in general, as well as “being humble”. She states that, it 
is unacceptable for a Christian to live like a pagan. This excerpt constructs Gladys as 
a religious, Christian-abiding youngster.  Hence, the values and practices immigrant 
children learn from home can become resources for negotiating other social spaces. 
Barton & Hamilton (2000: 151) note “there are two aspects to literacy practices: the 
tangible, observable activities, on the one hand, and interpretative aspects such as 
attitudes, values and other social meanings which lie behind these activities”. 
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Reading at home is not solely done with books as previously stated but is interwoven 
in other artefacts. In this case, the children in Mrs Ngassa’s home are exposed to 
inscribed magnets on their fridge.    
 
 
 
 
 
 
 
Figure 5.2: Fridge magnets in Mrs Ngalam’s home 
 
On these magnets are instructions from the World Health Organisation on food 
preparation and water usage. Reading in this instance requires making sense of the 
visuals integrated with texts such as catalogues, advertisements, packaging and 
instruction manuals (Barton &Hamilton, 2009: 157). Barton &Hamilton (2009: 156) 
further stated that “much reading is casual, accidental, circumstantial, in contrast to 
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sustained purposeful reading” which usually takes place at school. Apart from reading 
at home parents also interact with their children through playing board games 
 
5.4. THE ROLE OF GAMES IN FACILITATING LITERACY LEARNING 
5.4.1.   MONOPOLY FACILITATES LITERACY AND NUMERACY 
The following is an extract from an interview with Mrs Ngalam and her daughter Emelia 
while playing monopoly. 
Mrs. Ngalam:   Have you heard of the Cradle of Humankind? 
Emelia:    Yes, I have heard 
Mrs. Ngalam:   So what takes place there? 
Emelia:            I think it is a touristic site. 
Mrs. Ngalam:   Yes, but what do tourists go there to see? 
Emelia:           I am not sure. 
Mrs. Ngalam:   Well, this is a touristic site where the first human fossil 
was discovered, so 
   like you said tourists come to see it. The Cradle of 
Humankind also has a lot of caves. 
Emelia:     What do you mean by fossil? 
Mrs. Ngalam:   Fossil is a skeleton. 
 
In this extract, while playing monopoly Mrs Ngalam engages in historic and 
geographical discourse with her daughter Emelia. As she explains to her daughter, 
Emilia that the Cradle of Humankind is a historical site where the first human fossil 
was discovered. This play event draws on the discourse of geography as illustrated in 
the usage of geographic terms such as “human fossil” and historic sites such as “the 
Cradle of Humankind”.  
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The data suggest that Monopoly can positively contribute to learner’s knowledge in 
school subjects such as geography and history. In addition, playing Monopoly teaches 
children numeracy and mathematical skills, since this game involves addition and 
subtraction. The fact that this game involves purchasing houses, paying taxes and 
mortgage, exposes immigrant learners to a new discourse in their host country. In 
Cameroon, for example, houses are not bought through a mortgage system, hence 
‘mortgage’ is a new word and concept to these learners. Concepts such as taxes, 
mortgage, and bankruptcy are linked to a school subjects such as Economic and 
Management Sciences (EMS). Through Monopoly, children are being exposed to new 
vocabulary that can potentially increase their linguistic repertoire. Playing a game such 
as a Monopoly at home can significantly contribute to positive learning in school as it 
enhances literacy and numeracy skills, hence it is important for educators to consider 
incorporating home literacy practices in classroom activities. 
 
Moll et al (1992) observed that children are not passive bystanders in the households 
(as they seem in the classroom), but active participants in a broad range of activities 
mediated by social relationships. Therefore, the importance of incorporating home 
literacy practices at school cannot be overemphasised. Figure 10 depicts the Ngalam 
family playing monopoly. 
 
 Figure 5.3: The Ngalam family playing monopoly 
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This game involves the simultaneous use of different modes such as print and image. 
In this game activity there is evidence of people using gestures, gaze, movements, 
speech and sound effects. These features are supported by the New Literacy 
framework that views literacy as multimodal. Multimodal literacy can be defined as the 
combination and interaction of multiple modes, such as image, text, writing, speech, 
and gesture or visual representation to convey a message (Jewitt & Kress, 2003). Play 
helps to develop abstract meanings and higher order mental functioning as stated by 
Vygotsky (1978). In this sense, play is important as “a means to positive development” 
(Larson & Marsh, 2015: 117). Play can be seen as a multimodal communicative 
practice in which children draw on symbolic forms in order to make meaning. 
Importantly, Wohlwend (2013), as cited in Larson and Marsh (2015: 117) states that 
through play children: 
 participate to take up valued roles in literacy communities, 
 explore literacy practices and identities in a safe, not real space, 
 imagine themselves and identify as literacy users, 
 reflect, replay and record their lived experiences, 
 negotiate and collaborate to create shared narratives, 
 access and appropriate familiar cultural resources to use with literacies, 
 use literacies to create cohesive social groups, 
 interpret, produce, improvise and re-semiotize a range of texts and 
artefacts, 
 wield texts in ways that reconfigure their relative social positioning, and 
 Connect with others around meaningful text. 
 
Given the aforementioned significance of play, Larson & March (2015) assert that, 
through play children create a space where they can build relationships, make 
meaning and explore the world. Therefore, the researchers propose that teachers 
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need to be innovative in finding spaces for play in the classroom context since play is 
a key component of learning for children. Learning occurs through participation in 
social, cultural and historical contexts that are mediated by interaction. Thus, children 
learn by participating in sociocultural activity in both formal and informal context 
(Larson & March, 2015: 140).   
5.4.2. 30 SECONDS GAME 
Apart from Monopoly, the “30 second game” is another example of how playing games 
at home can facilitate school literacy. 30 Seconds is a fast paced general knowledge 
game, in which players are divided into teams. One player selects a token and places 
it on the start square, the team that rolls the highest number on the die starts the game. 
This game involves descriptors and identifiers. One player must guess a word from 
their team mate’s identification. The number that was rolled on the die is subtracted 
from the number of item a team identifies correctly and the token is moved correctly. 
The first team to arrive the final line is the winner. The following is an extract of Mrs 
Obase and her daughter Brigit while playing Monopoly. 
 
Mrs Obase:    Ok, I am starting, where did God write his word? 
Brigit:    The bible 
Brigit:    What is outside? 
Mrs Obase:  Brigit, you hold the card like this, (she 
demonstrates) to your face, not like that. 
Mrs Obase:  What is this thing? (She points) 
Brigit:   Finger 
Mrs Obase:  No, all of these 
Brigit:   Fingernails 
Mrs Obase:  Yes 
Mrs Obase: Ok, I said it to Joseph yesterday when he was 
standing near the TV. I said he is not? 
Brigit:   Eh…… Eh…… Eh 
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Mrs Obase:  Time is up. 
Mrs Obase:     I’m rolling the die 
Mrs Obase:  What do you wear when is cold? 
Brigit:   A jacket, 
Mrs Obase:  No, something else. 
Brigit:   A pullover 
Mrs Obase:  No, you wear it on your foot 
Brigit:   A blazer 
Mrs Obase:  Laughter………. 
Brigit:             A pair of socks 
Mrs Obase:  No, you wear it to go outside, you step outside with  
Brigit:   A boots 
Mrs Obase:  Yes. 
Brigit:    It is on the tree and it eats bananas? 
Mrs Obase:  A monkey. 
Brigit:   Yes 
                                (Observation: 18/ August 2018)  
 
In this extract Mrs Obase and her daughter Brigit are playing the30 Seconds  Through 
this game Brigit gains general knowledge as well as she improves her communication 
skills as she learns how to read and describe words. Elements of subtraction and 
addition are integral part of this game which is linked to schooled literacy. 
 
5.5 NUMERACY PRACTICES AT HOME 
5.5.1. ENCHANCES SCHOOL NUMERACY 
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I help with the calculation part because sometimes she loses count, so I 
help her with the calculations and sometimes I help her to pay the workers 
because she has some workers. I sometimes make sure she has given 
them the money on time they don't have any problems.  (Interview with 
Brigit: 8 August 2017). 
 
In this extract that has been previously referred to in chapter four (page 86), Mary 
demonstrates her knowledge of economic literacy as she states how she assists her 
mother, in the home business by paying the workers. This indicates that Mary is 
capable of adding, subtracting and multiplying.  This activity therefore involves skills 
congruent to school literacy. Through this home literacy practice, Mary acquires skills 
in handling petty cash as well as mathematical skills that can positively contribute to 
her understanding of mathematical concepts at school.  
 
5.5.2. HOME NUMERACY PRACTICES IMPROVE COMMUNICATION SKILLS 
She also learns how to communicate with diverse people hence improving her 
language and literacy skills.  Such activities also give her a sense of responsibility as 
well as providing her with hands-on entrepreneurial skills. Little wonder then, when 
Mary was questioned on her career prospects she stated: I will like to own a cosmetics 
company in future.   
In spite of the fact Mary engages in such literacy practices at home, the school does 
not know that she has business acumen. Hence, it is important for the school to 
connect the “funds of knowledge” learners bring from home, to ensure that all learners 
have equitable opportunities to succeed academically. 
 
5.6. MORAL VALUES 
5.6.1. MORALS CONTRIBUTE TO THE SCHOOLS ETHOS ON RESPECT 
 
I teach him some of our culture which may help him at school like respect, 
be patient, being kind and embracing and when the elderly person talks you 
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cannot respond rudely, I do not say that these are not the cultures in South 
Africa but we are a bit stricter (Interview with Mrs. Ngassa: 10 August 2017). 
In this extract, Mrs. Ngassa states how she teaches her son, Victor, values such as 
respect, patience, and kindness which can positively contribute to harmony and social 
cohesion at school. Mrs. Ngassa portrays a strong moral philosophy by raising her 
children in accordance with what also happen to be the school’s policies that stipulate 
respect for one another and respect for other people’s languages, cultures, and 
religion. “Parents play critical roles in shaping their children’s cultural environment 
through language and literacy in their home and community. Before even stepping foot 
in a school, students have learned the language and culture of their families, 
communities and social network. Within these settings, they learn attitudes, norms, 
practices, beliefs, experiences, and aspirations” (Delgado-Gaitan, 2012: 307).  
Furthermore, Barton and Hamilton (2000: 151) noted, “there are two aspects to literacy 
practices: the tangible, observable activities, on the one hand, and interpretative 
aspects such as attitudes, values and other social meanings which lie behind these 
activities”. The values and practices immigrant children learn from home can become 
resources for negotiating other social spaces. 
5.6.2. MORALS CONTRIBUTE TO CREATING LAW ABIDING CITIZENS 
When parents teach their children home manners such as honesty, love for one 
another, unity, obedience, forgiveness, it can contribute to development of responsible 
and law abiding citizens. 
5.7. BILINGUALISM 
5.7.1. BILINGUALISM CONTRIBUTES TO LEARNING A SECOND LANGUAGE 
 
Mary:    Maman, c'est une journée chaude aujourd'hui 
It is a hot day today. 
Mary:    Alors, qu'est-ce qu'on a pour super aujourd'hui. 
So, what are we having for supper today? 
Mrs Ngalam:  Je ne sais pas, peut-être du riz et du ragoût de poulet. 
I do not know, maybe some rice and chicken stew. 
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Mary:   Oh la la la Rice et le ragoût de poulet is my favourite meal. 
Oh la la rice and chicken stew is my favourite meal. 
(Observation:20 /09/2018) 
 
In this excerpt there is evidence of bilingualism as Mary and her mother Mrs Fotsou 
engage in a conversation on what they will have for super. In the very last sentence 
Mary code-switch from French to English “Rice et le ragout de poulet is my favourite”. 
This extract reveals Mary’s ability to speak French and English. The significance of 
bilingualism for both learners and teachers cannot be underestimated as it recognises 
the value of the home language in literacy instruction. According to Giambo & Szecsi 
(2015) proficiency in the home language facilitates concept development in a new 
language and language skills transfer between languages. This observation 
challenges the deficit view that the learners’ home languages interfere with the 
acquisition of a new language, which often leads to the exclusion of the learners’ home 
languages in multilingual classrooms (Burcu et al., 2014; Giambo & Szeczi, 2015).   
Given the importance of the home literacies as a foundation for school literacy, it is 
critical that educators should encourage parents to development strong language skills 
for their children in their home languages. Furthermore, in addition to content 
knowledge which learners can translate directly from their first language, skills such 
as speaking and writing coherently, or reading purposefully are transferable? 
5.7.2. TRANSLANGUAGING ENHANCES LANGUAGE DEVELOPMENT 
The term translanguaging has recently been put forward as both a way of describing 
the flexible ways in which bilinguals draw their multiple languages to enhance their 
communicative potential and a pedagogical approach in which teachers and pupils 
use these practices for learning (Duarte 2016:1). The data in section 5.1.6.1 reveals 
translanguaging between Mrs Ngalam and her daughter Mary. As they discuss the 
menu for super. Duate (2016:14) argues that “translanguaging is used to create joint 
knowledge and understanding and highlights the ways in which pupils help each other 
to learn through several languages”. Duarte (2016: 2) highlights, “dynamic and flexible 
ways in which multilingual speakers access their language repertoires to expand their 
communicative potential. Since the concept of translanguaging is becoming popular 
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as a pedagogic tool to improve communication, it is important that teachers explore it 
to improve understanding in the classroom context. 
 
5.8. TEACHERS LACK OF KNOWLEDGE OF THE LITEACY 
PRACTICES OF IMMIGRANTS 
5.8.1 LACK OF KNOWLEDGE OF IMMIGRANT LITERACIES PERPETUATES A 
DEFICIT VIEW 
 
The data obtained from this study illustrates that many South African educators lack 
knowledge of the home literacy practices of the immigrant learners they teach. 
Interviewer:   Which languages does this learner speak at home? 
        Ms Zanele:    I am not sure. (Calls the learner to find out.)  (Interview    
                                          with Ms. Zanele: 11 September 2017)  
 
In this excerpt Ms. Zanele, lacks knowledge of the home languages spoken by the 
immigrant learners in her class. South African teachers are faced with large classes 
to teach, however, for social justice and equity it is important for teachers to pay 
attention to the academic needs of minority learners. Moll et al. (1992) and Orellana 
(2016) emphasize the need to know a student as a whole person. In this way these 
learners are provided opportunities to obtain knowledge (as cited in Kiramba, 2017: 
275). When schools have knowledge of the home literacy practices of immigrant 
children it becomes easier for them to incorporate these practices into classroom 
activities. An interview with Mrs Louw, a school principal, confirms the view that the 
literacy practices are not recognised in the South African school context. 
 
Researcher:  Are the schools making any effort to incorporate the 
language and cultures of immigrant learners in the 
classroom? 
Mrs Louw:    No, I do not think so, as far as I know, these children that 
come from other countries like Zimbabwe, they most just 
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fall into the culture of the school with no exception. (She 
laughs). 
Researcher:   And do you think it is ok? 
Mrs Louw:  It is not right because everybody wants to hold on to their 
cultures but because they are out-numbered, these 
children must just go with the flow. (She laughs). (Interview 
with Mrs Louw: 19 June 2018) 
In this extract Mrs Louw reveals that immigrant learners should just fit into the cultures 
of the school. This view is based on her experience as a former educator and current 
principal. This suggests that home literacy practices are yet to be incorporated in the 
school context, if at all. She acknowledges however, that this is not a good practice, 
but the problem is immigrants are “out-numbered”, in other words, they are the 
minority. According to Moll et al.,(1992: 36) “limited knowledge of their student out-of-
school lives made it difficult to build on their funds of knowledge, providing evidence 
that there is much teachers do not know about their students’ families that could be 
immediately helpful in the classroom”.  
 
5.9. TEACHERS LACK TRAINING TO TEACH IMMIGRANT 
LEARNERS 
5.9.1. TEACHERS ILL-EQUIPPED TO TEACH IMMIGRANT LEARNERS 
A pertinent aspect that was gleaned from the interviews is the lack of sufficient training 
available for South African teachers, to cope with immigrant-learner needs. 
 
Researcher:   Have the teachers received any training to teach immigrant 
learners? 
Mrs Louw:   No, not to my knowledge. 
Researcher:   Why? 
Mrs Louw:    I have never thought of it. 
Researcher:   Do you think training is important? 
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Mrs Louw:    Training is important because many immigrants come to 
South Africa, and most of our schools are either English 
or Afrikaans or even if they go to township schools is 
vernacular and even vernacular the children can perhaps 
cannot handle it. The Afrikaans is even worse. In English 
there is lots of space but the classes are large, and these 
children really need like a one-on-one with the teacher. 
(Interview with Mrs Louw.19 June 2018) 
The interview with Mrs Louw reveals South African school teachers have not been 
trained to teach immigrant learners, consequently, these teachers lack pedagogical 
knowledge on how to incorporate the literacy practices of immigrants in the classroom. 
Hence, training in this regard is highly recommended. Another educator, Mr. 
Khumulani, echoes a similar view on the training of teachers. 
 
Researcher:  Do you think South African teachers are trained to 
teach immigrant learners? 
Mr. Khumulani:   I do not think that South African teachers are trained 
to teach foreign learners, they can only be qualified 
to teach foreign learners if they have the TOEFL 
qualifications offered by Wits. But many do not have 
that course. 
Researcher:   Do you think such a training will be beneficial? 
Mr. Khumulani:  I think it will be beneficial to have such a training. 
But, If any training should occur there should be 
financial and human capital without that, there will 
be no training (Interview with Khumulani, 28 July 
2018) 
In this except Mr. Khumulani states that no training has been offered to teachers in 
order to teach immigrants. He expresses his desire for teachers to be trained to teach 
immigrants however, he highlights the fact that financial and human capital is needed 
for any training to be successful. He makes reference the Teaching of English as a 
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Foreign Language (TOEFL) certificate which is a global qualification that equips 
teachers with the skills of teaching English to speakers of other languages. However, 
South African educators are not obliged to obtain such certification to teach in primary 
or high school. Teachers do not receive necessary training in the languages their 
learners speak. August (2006) and Cummins et al (2005) note that, poor teacher 
training and teachers’ lack of cross-cultural competence and proficiency in their 
learners’ home languages are regarded as some of the factors that negatively impact 
on learners’ acquisition of biliteracy skills in many multilingual classrooms across the 
globe.  As the immigrant population is growing in South Africa, teachers need to be 
trained in order to cater for the needs of minority learners. Data elicited from this study, 
suggest that South African educators have not undergone any specific form of training 
to teach immigrant learners. 
 
5.10. PRINCIPAL’S VIEWS ON INCORPORATING THE HOME LITERACY 
PRACTICES OF IMMIGRANTS IN SCHOOL 
5.10.1.   WHEN LEARNERS “FUNDS OF KNOWLEDGE ARE INCORPORATED IN 
THE CLASSROOM THIS WILL MOTIVATE THEM TO LEARN. 
 
Researcher:  Do you think the home literacy practices of immigrant 
learners can contribute to learning in school, and how? 
Mrs Louw:  It could, especially in Life Orientation the teachers could 
make allowances for that, and in English in writing, topics 
should be given when children can reflect and interact with 
the topic. And when it comes to reading give a child 
something that interests the child and relates to his culture 
and home country. I am sure that will motivate them. I am 
sure even in arts and culture that can work, even like the 
things they make at home can be brought to school, also 
in geography they can talk about the different countries in 
Africa. (Interview with Mrs Louw.19/06/2018) 
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In this extract Mrs Louw (a school principal) concurs that the home literacy practices 
of immigrant learners can indeed contribute to school learning. She suggests that it is 
important to motivate children to read by giving them something that is of interest to 
them and which relates to their cultures. However, an analysis of this extract suggests 
that, the incorporation of the literacy practices of immigrant children is yet to be 
implemented in the classroom. In this extract, Mrs Louw states that, it is important for 
teachers to make allowances for the incorporation of the literacy practices of 
immigrants in their various subject areas such as Life Orientation, Geography and 
English especially during essay writing. She also highlights the fact that during 
reading, learners could be given topics that interest them; in other words these 
learners are given the opportunity to share their cultural experiences. Mrs Louw uses 
a conditional grammatical structure with the modal ‘could’ indicating possibility, which 
suggest that these are mere wishes yet to be implemented.   
Drawing from this data, the view that minority literacy practices are deficit is a myopic 
view and a myth that needs to be removed from the minds of educators and 
stakeholders. Furthermore, Mr. Khumulani, a male English teacher at another public 
high school in Johannesburg reported that his school has been making an effort with 
regard to the incorporating of the literacy practices of immigrants in the school context 
as revealed in the excerpt that follows. 
 
Researcher:   Do you as a teacher acknowledge the language and 
cultures of the immigrant learners in your classroom? 
Mr. Khumulani:    In my case I do, like I even allow them to relate what we 
are discussing in the class to their home country but when 
it comes to actual evaluations it does not help because 
there is no room for that (Interview with Mr. Khumulani, 28 
July 2018) 
 
In this excerpt Mr. Khumulani, reveals how he encourages immigrant learners to relate 
topics to their home countries. The problem, however, is that there is “no room” for 
such practices in assessment tasks. This suggests that when accessing these learners 
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he has no control, since most of the assessments come from the District of Education. 
This teacher also reveals that immigrant learners with little knowledge of English are 
“struggling”. However, he explains how the school has employed an Urdu teacher for 
Urdu speakers, which is a positive initiative on the part of the school as well as a step 
towards the recognition of the home literacy practices of this group of immigrant 
learners. 
 
Interviewer:  How are immigrant learners who do not speak English as 
first language coping with English? 
Mr. Khumulani:  They are struggling, especially the ones from India and 
other countries who do not speak English as their first 
language. This learner from India does English and she 
does Urdu. 
  Inteviewer:   So, in this school you also teach Urdu? 
 Mr. Khumulani:  Ya there is someone who comes in to teach Urdu, instead 
of Afrikaans 
Interviewer:            So, can you tell me approximately how many Urdu 
speakers are in this school? 
Mr.Khumulani:  Close to 50.                     
Interviewer:             Who pays the teachers of Urdu speakers? 
Khumulani:            The School Governing Body. 
                   (Interview with Khumulani, 28 July 2018) 
 
In this excerpt Mr. Khumulani explains that there is some progress made towards the 
recognition of the immigrant literacies in his school. The school has decided to employ 
a teacher to teach Urdu due to the fact that about fifty Urdu speakers are registered in 
this school. However, such provision is not made for other languages in the school. 
This is an important initiative sponsored by the school governing body, yet one may 
question why it is done for one language, and not others. Therefore, the view of 
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schools recognising immigrant literacies in the classroom and school context remains 
ambivalent as illustrated from the participants in this study. 
 
5.11. CONCLUSION 
In this chapter, I set out to discuss the contribution of the home literacy practices of 
Cameroonian immigrant families to the school. I started by illustrating that, schools do 
not incorporate the histories and experiences of minority learners in classroom 
activities, this perhaps is idealistic as required by the curriculum. However, with the 
presence of diverse learners in the classrooms and for equity as well as for social 
justice, it is important for schools to consider incorporating the “funds of knowledge” 
learners bring from home into the school context. Based on the data I obtained in this 
study, I have demonstrated how the home literacy practices of Cameroonian families 
can contribute to learning at school. Home literacy practices such as reading at home, 
playing board games, and religious practices are facilitators to school literacies. An 
analysis of this chapter suggests that the literacy practices of immigrant children are 
not “deficit models” but can contribute positively to school literacy. Hence, educators 
and policy-makers need to consider incorporating the home literacy practices of 
immigrant learners in classroom activities.  
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CHAPTER SIX 
CONCLUSIONS AND RECOMMENDATIONS OF THE 
STUDY. 
 
6.1. INTRODUCTION 
The focus of this chapter is to reflect on the findings of the home literacy practices of 
French-speaking Cameroonian families living in Johannesburg, as well as to provide 
conclusions and recommendations on the study. I will commence by reflecting on the 
findings that arose from the research questions while providing recommendations that 
might be considered to the benefit of immigrant schooling in particular, as well as 
schooling in general. Finally, I will delineate the contributions and outline certain 
limitations of this study.  
 
6.2. REFLECTION ON THE FINDINGS 
The concern at the beginning of this study is how French-speaking Cameroonian 
immigrant children navigate their way in schools in South African, given that the 
language of teaching and learning is predominantly English, in which they lack 
proficiency. Apart from English, Cameroonian immigrant children lack competence in 
the indigenous languages spoken in South Africa, such as IziZulu, which create 
socialization problems for these learners. Given the centrality of language as a tool for 
academic achievement, the inability of Francophone Cameroonian immigrants to 
communicate in the languages spoken in South Africa places them at a disadvantage. 
Language thus becomes a barrier to their academic achievement as well as a 
hindrance to communicating with their peers at school (as demonstrated by the 
literature in Chapter One). Since immigrant children speak different languages at 
home from the languages spoken at school, the problem of lack of congruence 
between home and school literacy practices is brought to the spotlight. Lack of 
congruence between home and school creates a discontinuity between their home 
literacy practices and school literacies. According to Blackledge (2000: 7), "where 
socio-cultural congruence exists between home and school settings" children have a 
greater chance of academic achievement; and parents who know about the school's 
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expectation and how the school runs may support their children better than those who 
do not. A tributary of the problem is the inability of immigrant parents to assist their 
children with homework because they do not understand the literacies of the school. 
In this study. I argued that for social justice and equity and to provide minority children 
opportunities to develop their full potential, it is important for curriculum designers and 
the schools to consider incorporating the home literacy practices of minority learners 
in classroom activities.  
 
This study is supported by the theoretical perspective of the sociocultural theory of 
learning by (Vygotsky, 1978) and the New Literacy Studies (1996) pedagogy of 
multiliteracies. The sociocultural theory of learning instructs that social interaction and 
culture cannot be separated from the processes of learning. Likewise, the New 
Literacy Studies epistemologies view literacy as a social practice, in order words 
literacy is embedded in our daily activities as it represents the various ways in which 
human beings make meaning of their lives. Hence, literacy cannot be limited to reading 
and writing solely at school.  
  
Three groups of Cameroonian immigrant families living in Johannesburg were the 
focus of this study. The first group of families are those who have spent less than five 
years in South Africa, the second group of families are those who have spent, more 
than five years in South Africa and the last group of families are those who have spent 
ten or more years in South Africa. I met these families through snowball sampling. Six 
children were interviewed and observed after school hours in their homes, to 
investigate their home literacy practices. Six mothers were also interviewed as well as 
three school teachers and one principal, observations were also done at school. The 
purpose of the interviews was to answer the following research questions: 
 
 What are the literacy practices of French-speaking Cameroonian families living 
in Johannesburg? 
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 How can the literacy practices of French-speaking Cameroonian families 
contribute to teaching and learning at school? 
 
6.3. THE HOME 
Chapter four as previously stated is focused on an attempt at answering the first 
research question: "What are the home literacy practices of French-speaking 
Cameroonian families living in Johannesburg". The interviews with immigrant learners 
at home reveal the difficulties immigrant children encounter at school. Most of the 
newly arrived learners in this study reported they encounter difficulty in the school 
context due to their inability to speak English which is the language of instruction at 
school. The problem is further complicated as they cannot speak any of the indigenous 
languages of South Africa which creates socialization problems between them and 
their South African peers. Immigrant children reported feeling marginalized, 
stereotyped and silenced in the school context because of their lack of proficiency in 
the languages spoken in South Africa. Chetty as cited in Kajee (nd: 14) note that "the 
way we treat immigrant learners is symptomatic of how we are progressing or receding 
in our human rights contest." 
 
According to Schleicher (2010) additional language acquisition becomes more difficult 
with age and this challenge is compounded by the increasing complexity of curricular 
content as students approach matriculation. The finding suggests that the learner’s 
knowledge of the literacy practices and cultures of formal school plays a role in their 
academic achievements. 
 
Furthermore, the findings reveal forms of home bilingualism practices. In some cases, 
children mix French, English and their mother tongue at home through which they 
make sense of their world. Even though they are not proficient in English the ambition 
to learn English was echoed in the interviews, as they regard English as a global 
language. It is interesting to find out that, in some homes, the literacy practices of 
French-speaking Cameroonian families living in Johannesburg, are slowly but surely 
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changing. For instance, reading at home was predominantly done in English as these 
families are keen to acquire proficiency in English which is the language of instruction 
in most public schools in South Africa. Chetty in Kajee (nd: 7) asserts that “gaining 
control of the dominant official language of South Africa, English, is a primary priority 
of immigrant learners”.  It was apparent that French-speaking Cameroonian parents 
in this study are aware of the importance of their children to be competent in English 
for academic achievement. In other words, parents are aware of the importance 
“learning English as a language of upward social mobility” (Munandar, 2015: 238), 
thus, reinforcing the view of English as a language of socio-economic power.   
 
 
This study reveals mothers as mediators of literacy practices at home. Through 
maternal verbal guidance, mothers were found assisting their children with homework. 
In other words, mothers spear-headed home literacy practices, through verbal 
guidance in Bible reading values were inculcated into children which can contribute to 
discipline at school. The findings of mothers mostly engaged with children at home 
align with Barton & Hamilton’s (2009) view that repeated gender roles often mediate 
the way families interact with written texts such that mothers deal with the personal 
and fathers with the more formal, outward facing correspondence. 
 
Furthermore, by assisting their parents in businesses at home immigrant learners 
learn how to interact with diverse groups of people which improve their communication 
skills. They also gain business acumen which could eventually assist them in their 
future careers, as one learner stated that she intends to own her own cosmetics 
company in the future. An analysis of the data reveals that there is a myriad of ways 
and contexts in which learning occurs. Learning occurs at home, communities as well 
as at school. Learning also occurs in different modes such as reading, writing, playing 
games, drawing etcetera. Furthermore, the findings reveal that immigrant learners 
come to school with the wealth of knowledge of their home languages and cultures 
that can be tapped into the classroom as resources for learning. Kajee (2011: 444) 
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concurs that “minority cultures need to be supported and understood through the 
curriculum and classroom activities”. 
 
6.4. THE SCHOOL 
The data gleaned from interviews reveal that the literacy practices of immigrant 
learners are yet to be incorporated in the classroom activities and the school 
curriculum. However, numerous studies have attested to the importance of utilizing 
the "funds of knowledge” children bring from home to the school context. This study 
also portrays French-speaking Cameroonian learners, forming learning communities 
in the classroom with learners from the Democratic Republic of Congo. The ability of 
these groups of immigrants to speak French serve as a tool that unifies them.  In these 
learning communities, the Congolese learners who have acquired English in South 
Africa assist the Cameroonian learners by explaining concepts in class to them in 
French which enhances their understanding. In this instance, Vygotsky’s (1978) 
concept of mediation in learning is evidence where a more knowledgeable peer 
scaffolds learning to the less knowledgeable person. As simply put by Chen & Gregory 
(2014) peers who speak a common language act as skilled facilitators of classroom 
learning. It was also interesting to find out that one of the Cameroonian immigrant 
learners resisted learning the local languages spoken in South Africa as she regards 
them as not useful since they are not global languages. 
 
An analysis of the interviews with teachers at school reveal that the presence of 
learners from diverse linguistic backgrounds and cultures has placed educators in a 
difficult position on how to meet the needs of these learners. Chetty in Kajee (nd) notes 
that South African educators are faced with the predicament of teaching children of 
immigrant descent. Likewise, Schleicher (2015: 16) argues that "teachers in schools 
with diverse populations recognize that handling cultural diversity in class is difficult 
and requires preparation". Teachers in this study reveal how challenging it is to teach 
immigrant learners from different language and cultural backgrounds. Especially, with 
the fact that they have a curriculum to complete in a certain time limit.  The challenges 
include their inability to read and write in English, as well as to comprehend the 
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contents taught, poor communication skills and even lack of confidence during 
communication. The data also reveal some of the strategies educators have been 
employing to teach immigrant learners in order to enhance understanding. In addition, 
in some schools’ efforts have been made to incorporate the home literacies of Urdu 
speakers in the school context by employing a teacher for that group of learners. Kajee 
(2011: 444), notes that "schools need to give up their roles as gate-keepers of the 
dominant culture, and acknowledge the right of all to basic education". Hence, in this 
study, I argued that the non-recognition of the literacy practices of immigrant learners 
in the classroom is unconstitutional as it infringes on the rights of these learners to 
education. Chetty in Kajee (nd: 14) asserts that “in South Africa educating immigrant 
children is a duty enshrined in our constitution”. This study also reveals that some of 
the immigrant parents do not attend meetings in schools perhaps due to their inability 
to understand the literacies of the school.  
 
The main point of departure in Chapter Five was to illustrate how the home languages 
of Cameroonian immigrant learners can contribute to teaching and learning at school. 
In a quest to answer this research question, I argued that literacy learning begins at 
home, and literacy is embedded in activities such as playing board games, Bible 
reading, engaging in home chores. The analysis of the data reveals that when French-
speaking immigrant children play a game such as a Monopoly at home, it improves 
their communication and numeracy skills. Moreover, Monopoly enhances their 
knowledge of the new dwelling place and familiarizes them with core concepts in life 
such as how to purchase a property, taxation and saving money. Taxation and saving 
money are concepts which are intricately linked to a school subject such as Economics 
and Management Sciences (EMS). Reading at home was also identified as a booster 
to school literacies. Therefore, the “funds of knowledge” (Moll et al. 1992) which 
children bring from home are resources that can be tapped into for school learning.  
 
Furthermore, an analysis of the data reveals that South African educators lack 
knowledge of the home literacy practices of the learners thus, they are ill-equipped to 
teach immigrant learners. However, Chetty in Kajee (nd) argues that teaching learners 
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from different cultural and linguistic backgrounds is perhaps most effectively achieved 
when motivated by a sincere desire to learn about those backgrounds. This desire 
should be shared by the whole teaching and learning community and as such is more 
useful as a tool for engaging immigrant learners than any other skill or technique. By 
affording them opportunities to share their experiences, histories, and cultures 
educators will gain knowledge of the literacy practices of the learners they teach. Kajee 
(nd: 250) cautions against “placing too much responsibility on already over-burdened 
teachers, and perhaps such responsibilities could instead be transferred to university 
students who have to engage with community projects as part of their voluntary work 
or in-service learning experience”.  
 
6.5. IMPLICATIONS OF THE STUDY 
Based on the findings, this study has the following implications: 
 
6.5.1 IMPLICATIONS FOR EDUCATORS 
Implications of this study are based on ways in which schools may respond to the 
growing diversity of students by considering ways of incorporating the "funds of 
knowledge" minority learners bring to school. Chetty in Kajee (nd: 10) states that, if 
multilingualism in South Africa is viewed as an "opportunity for mutual learning, 
French-speaking learners, for instance, could enrich the cultural and linguistic 
landscape of the learning process in the English classroom for all: learners, teachers, 
and schools". Moreover, Chetty in Kajee (nd) argues that one of the duties of post-
1994 liberation in South Africa is the need to create hospitable spaces for immigrant 
learners and their families. Chetty in (Kajee nd: 10) points out that “in such an open 
space immigrants sense receptivity and security; sufficient to risk expression and 
search with confidence for words and word-structures that enable them to convey an 
experience. Such classrooms of safety, trust and mutual acceptance provide arenas 
for multicultural growth”.  
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From this perspective, this study suggests that educators and policy-makers first need 
to be aware of the educational challenges faced by immigrant learners and seek ways 
of providing alternative pathways to support literacy development by making teaching 
relevant to the daily lives of learners. This requires a focus on the professional 
development of educators through training on how to teach in a way that relates to the 
daily lives of minority learners.  I argue in this study that for social justice and equity 
reasons the school management is obligated to pay attention to the problems faced 
by minority learners in school. For instance, additional language classes to mitigate 
the effects of cultural and linguistic differences among learners. Specific training in 
diversity, intercultural pedagogy and language development should be provided to 
educators and school leaders.  
 
Therefore, a model for managing schools with  high enrolments of immigrant learners 
is needed, which can collaboratively facilitate development programs for school 
principals and teachers. It is important to state that, it is a shared responsibility of the 
district of education, to provide guidelines on how schools, social partners and families 
can work together to address the needs of immigrant learners. In addition to the 
aforementioned points, support can be offered by employing qualified immigrant 
educators who are bilingual in English and French to teach learners from French-
speaking backgrounds. Since learners from French-speaking backgrounds lack 
proficiency in English it is important for educators to monitor the progress of these 
learners as they go through the schooling system in South Africa. Educators need to 
encourage learners to speak and write about their home experiences as part of 
classroom activities. Kajee (2011: 437) states, therefore, “schools and teachers need 
to draw on what children know as co-constructors of knowledge”.   
 
Learners can also be encouraged to use bilingual dictionaries in English and French 
during language classes to refer to the meaning of words. In a study of family literacy 
practices in Canada, Kiramba (2017: 275) notes that “a pedagogy marked by the 
inclusion of not only student languages but also multimodalities for portraying 
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knowledge in education yields a more accurate view of the intellectual capacities and 
literacies of a community”. 
Furthermore, the results suggest that the psychological well-being of immigrant 
children should be taken care of in the school context. Educators and educational 
stakeholders need to consider helping immigrant children overcome the myriad of 
obstacles they face in succeeding at school in their new dwelling place. The findings 
revealed that French-speaking immigrant Cameroonians face adaptation problems, 
educators should provide orientation support which can ease the process of 
adaptation for immigrant learners which is pivotal in shaping their social and academic 
futures.  
 
Educators need to recognize the need for intervention to prevent discrimination at a 
school level. Intervention may be provided by a platform at a school where immigrant 
children can articulate the challenges they encounter in school, develop their language 
and communicative skills as well as build positive peer relationship and closeness. 
Such a forum is empowering to learners as it enables learners to solve conflicts in 
school as well as assisting new immigrants to easily adapt to the school life in the new 
context.  
6. 6. IMPLICATIONS FOR FAMILIES 
Immigrant families should collaborate with the school which may lead to sharing 
background knowledge that could assist educators in addressing the needs of these 
learners. The findings reveal that some of the immigrant parents do not attend 
meetings in their children’s school, hence it is highly recommended that they should 
attend such meetings wherein they can channel the problems their children are 
encountering in school directly to the school authorities. Immigrant parents should also 
focus on providing reading materials to their children at home, since reading at home 
facilitates literacy development at school. In conclusion, with the influx of immigrants 
into South African schools, policymakers, and the school management teams, should 
take responsibility and consider ways of incorporating the literacy practices of minority 
learners in the curriculum. By so doing, minority learners are given opportunities to 
develop their full potential. 
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6.7. LIMITATIONS TO THE STUDY 
This study is focused on case studies of French-speaking Cameroonian migrants living 
in Johannesburg, so the findings cannot be extrapolated to all Cameroonians living in 
Johannesburg. The fact that only mothers were interviewed could be a limiting factor 
as comprehensive data would have been obtained from fathers as well.  
 
The sample size could also be a limiting factor. I focused on six families. I would have 
achieved a more comparative results with a larger number of families. 
 
6.8. CONTRIBUTION TO THE STUDY 
This work aims to contribute to teacher’s knowledge of the home literacy practice of 
the immigrant learners they teach. As noted by Kajee, (2011: 235), “access to the 
home is minimal, and often hard to come by, and therefore there are few insights into 
home literacy practices.” Hence, this study has the capacity to enlighten educators on 
the experiences, histories, cultures, and skills these children possess which can 
contribute to learning at school, as well as assisting educators to understand why 
some children do well in literacy and others do not. This study further enables 
educators to understand some of the challenges immigrant learners face at school. As 
such knowledge is of value to parents as home literacy educators and can contribute 
to enhancing the language development of their children. Knowledge gained from such 
a study can also encourage parents and teachers to work collaboratively as partners 
in the teaching and learning process.  
 
In addition, this study can contribute to debunking the myth of considering immigrant 
literacies deficit. French-speaking Cameroonian immigrants in this study may not be 
proficient in English but that does not imply that their home literacy practices are sub-
standard, for at home they communicate in French for example and through this 
language, they make sense of their world. As Kajee (2011: 435) notes "while children 
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may not show schooled literacy in the dominant language of the school per se, (usually 
English), in the home and community settings they demonstrate complex language 
and literacy patterns and behaviors as they weave their way through multifaceted 
literacy activities". 
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APPENDICES 
APPENDIX 1:  A CONSENT LETTER TO PARENTS ON BEHALF OF   
                        LEARNERS.  
Dear Parent, 
My name is Doris Nzole Ngoh and I am a Master’s student at the Faculty of Education, 
The University of Johannesburg. I am conducting a research on “Home literacy 
practices and their contribution to schooled literacy: A selection of Cameroonian 
Families living in Johannesburg”, and I would like to invite your child to participant in 
this study. 
The purpose of this study is to examine the literacy practices of French-speaking 
Cameroonian children who are learning in South African schools where English is 
predominantly the language of instruction, in order to understand the learning needs 
of diverse students and identify options and support available for them to improve their 
English language skills. 
Participation in this study is voluntary and your child is free to with draw from this study 
at any time you become uncomfortable. If you agree that your child participates in this 
study, your child will be interviewed in your home on a date and time mutually agreed 
between us. The interview questions will be solely related to your language, culture, 
religion, and your child’s experiences as an immigrant and how you assist your 
children with school work. The interviews will be taped recorded and later transcribed, 
and the transcripts will be used mainly for the purpose of this study. In addition, you 
and your children will be observed after school hours at your home. 
The information obtained will be kept confidential, therefore, your child’s identity or any 
information which could identify him/her will not be used in the publication of the results 
of this study.  It is unlikely that your child will encounter any risks by participating in 
this study. If you have any questions about this study you may contact my supervisor 
Professor Leila Kajee at the University of Johannesburg by email: lkajee@uj.ac.za. 
Yours sincerely,     Signature of participant 
Doris Nzole Ngoh      Date: 
(0768011816) 
 143 
 
APPENDIX 2: A CONSENT LETTER TO PARENTS. 
Dear Parent, 
My name is Doris Nzole Ngoh and I am a Master’s student at the Faculty of Education, 
The University of Johannesburg. I am conducting a research on “Home literacy 
practices and their contribution to schooled literacy: A selection of Cameroonian 
Families living in Johannesburg”, and I would like to invite you to participant in this 
study. 
The purpose of this study is to examine the literacy practices of French-speaking 
Cameroonian children who are learning in South African schools where English is 
predominantly the language of instruction, in order to understand the learning needs 
of diverse learners and identify options and support available for them to improve their 
English language skills. 
Participation in this study is voluntary and you are free to with draw from this study at 
any time you become uncomfortable. If you agree to take part in this study, you will be 
interviewed in your home on a date and time mutually agreed between us. The 
interview questions will be solely related to your language, culture, religion, and your 
experiences as an immigrant parent living in South Africa.  The interviews will be taped 
recorded and later transcribed, and the transcripts will be used mainly for the purpose 
of this study. In addition, you and your children will be observed after school hours at 
your home. 
The information obtained will be kept confidential, therefore, neither your name nor 
any information which could identify you will be used in the publication of the results 
of this study.  It is unlikely that you will encounter any risks by participating in this study. 
If you have any questions about this study you may contact my supervisor Professor. 
Leila Kajee at the University of Johannesburg by email: lkajee@uj.ac.za. 
Yours sincerely,       Signature of participant 
Doris Nzole Ngoh      Date: 
(0768011816) 
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APPENDIX 3: A CONSENT LETTER TO THE PRINCIPAL/TEACHERS 
My name is Doris Nzole Ngoh and I am a Master’s student at the Faculty of Education, 
The University of Johannesburg. I am conducting a research on “Home literacy 
practices and their contribution to schooled literacy: A selection of Cameroonian 
Families living in Johannesburg”, and I would like to invite you to participant in this 
study. 
The purpose of this study is to examine the literacy practices of French-speaking 
Cameroonian children who are learning in South African schools where English is 
predominantly the language of instruction, in order to understand the learning needs 
of diverse students and identify options and support available for them to improve their 
English language skills. 
Participation in this study is Voluntary and you are free to with draw from this study at 
any time you become uncomfortable. If you agree to take part in this study, you will be 
interviewed in your classroom on a date and time mutually agreed between us. The 
interview questions will be solely related to the language of instruction in school, 
teaching and your experiences as a teacher to immigrant children.  The interviews will 
be taped recorded and later transcribed, and the transcripts will be used mainly for the 
purpose of this study. In addition, you and your learners will be observed in class. 
The information obtained will be kept confidential, therefore, neither your name nor 
information which could identify you will be used in the publication of the results of this 
study.  It is unlikely that you will encounter any risks by participating in this study. If 
you have any questions about the conduct of this study you may contact my supervisor 
Professor. Leila Kajee at the University of Johannesburg by email: lkajee@uj.ac.za. 
Yours sincerely,      Signature of participant 
Doris Nzole Ngoh      Date: 
Cell: 0768011816 
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APPENDIX 4a: INTERVIEW QUESTIONS FOR SCHOOL PRINCIPAL. 
 
BIOGRAPHICAL INFORMATION 
 
1) What is your name? 
2) Gender 
3) Age group 
4) Number of years in this position 
 
 
SECTION A: GENERAL QUESTIONS 
5) Approximately how many immigrant learners are there in this school? 
6) How have the learners been coping? 
7) Have they been experiencing any challenges? If so, what kinds of challenges? 
8) How are these challenges addressed? 
9) How have teachers been coping? 
10) Have teachers received any training to manage immigrant learner’s needs? If 
so, what kinds of training? 
11) If yes to the above, has this training been implemented in the classroom? If so 
what have been the results?  
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SECTION B: LANGUAGE NEEDS 
12) What languages do the immigrant children speak? 
13) How do they cope with English in particular? 
14) Are the teachers able to communicate effectively with the learners? If so how? 
15) Are there any special language efforts being made to address language 
needs? If so explain?  
16) Does the school acknowledge the immigrant cultures and languages in the 
classroom in any way? If so how? 
17) Do immigrant learners get the opportunity to speak about their home country 
and cultural practices in the classroom?  
 
SECTION C: PARENTS 
18) How would you describe the relationship between the immigrant parent and 
the school? 
19) How do you maintain contact with them?  
20) Do they maintain contact with the school? If so how? 
21) Do they assist children with homework? Why, Why not?  
22) Do you provide any parents workshops to assist them with homework, and so 
on? If so how has this worked for you?  
23) What is your view on how schools can better provide support to immigrant 
learners and their families?  
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APPENDIX 4b: INTERVIEW QUESTIONS FOR TEACHERS. 
 
BIOGRAPHICAL INFORMATION 
INTERVIEW QUESTIONS FOR SCHOOL PRINCIPAL. 
 
BIOGRAPHICAL INFORMATION 
 
1) What is your name? 
2) Gender 
3) Age group 
4) For how long have you been teaching? 
 
SECTION A: GENERAL QUESTIONS 
5} Approximately how many immigrant learners are there in your classroom? 
6} How have the learners been coping? 
7) Have they been experiencing any challenges? If so, what kinds of challenges? 
8)  How are these challenges addressed? 
9)  How have you as a teacher been coping? 
10) Have teachers received any training to manage immigrant learner’s needs? If 
so, what kinds of training? 
11) If yes to the above, has this training been implemented in the classroom? If so 
what have been the results?  
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SECTION B: LANGUAGE NEEDS 
12) What languages do the immigrant children speak? 
13) How do they cope with English in particular? 
14) Are the teachers able to communicate effectively with the learners? If so how? 
15) Are there any special language efforts being made to address language 
needs? If so explain?  
16) Does the school acknowledge the immigrant cultures and languages in the 
classroom in any way? If so how? 
17) Do immigrant learners get the opportunity to speak about their home country 
and cultural practices in the classroom?  
SECTION C: PARENTS 
18) How would you describe the relationship between the immigrant parent and 
the school? 
19) How do you maintain contact with them?  
20) Do they maintain contact with the school? If so how? 
21) Do they assist children with homework? Why, Why not?  
22) Do you provide any parents workshops to assist them with homework, and so 
on? If so how has this worked for you?  
23) What is your view on how schools can better provide support to immigrant 
learners and their families?  
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APPENDIX 4C: INTERVIEW QUESTIONS FOR LEARNERS 
 
BIOGRAPHICAL INFORMATION 
 
 
1) What is your name? 
2) How old are you? 
3) What is your gender? 
 
GENERAL QUESTIONS 
4) When did you come to South Africa? 
5) Why did you come to South Africa? 
6) In what grade are you?  
7) Which school do you attend? 
 
LANGUAGE QUESTIONS 
 
8) What languages do you speak at home? 
9) How did you learn these languages? 
10) How often do you use English in your daily life? 
11) In general, which language do you use more often than English? 
12) How did you learn English? 
13) How would/do you describe your English proficiency  
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14) What difficulties or problems have you encountered that relate to learning the  
English language. 
      15) Why is reading and writing important to you? 
      16) Why is English important to you? 
      17) What kind of books do you read as part of school instruction and assignment?  
 
LITERACY PRACTICES AT SCHOOL 
18).What does literacy mean to you? 
19) Which languages do you learn in school? 
20) Which languages do you speak, read and write at school? 
21) How do you feel being taught in a language that is different from your home           
language? 
22) Which languages do you speak out of school? 
        23) Does the school know about your home literacy practices? (why/why not) 
24) Can what you learn at home help you at school. How? Why? 
         25) How can teachers help you improve your English? 
26) What kind of support does your school or teacher offer you to do well in your 
language classroom?  
27) How do you feel not being able to speak French in school? 
28) What kind of text or things do you like to read at home alone or with your    
family?  
29) Do you use a computer or cell phone at school or home?  
30) For what purposes? 
     31) What games do you like to play on the computer and what do you learn from      
these games?  
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32) Do you like to engage in different activities at home such as texting on the 
phone, face book, writing letters, sending email? 
33) Do you think these activities can help you learn English? Why/ Why not? 
34) Do you ever have any difficulty to understand anything in the English class? 
35) Explain. When 
36) Why?  
    37) Do you think you need to learn any other language in order to integrate well in   
South Africa? 
38) How do you feel being taught in English in school when you were taught in 
French in Cameroon? 
39) What comes to you when you hear the word identity? 
40) Do you think the education you had in Cameroon has helped you in any way 
in SA?  
41) How can you compare the education in Cameroon to the one in South Africa? 
42)  Do you think what you learn at home can contribute to learning at school? 
43) How do your parents assist you with school work? 
44)  Do you help you parents at home and how? 
45)  How does this make you feel? 
 
 RELIGIOUS AND CULTURAL QUESTIONS 
46)  What role does religion play to you? 
47) Describe your culture to me. 
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APPENDIX 4d: INTERVIEW QUESTIONS FOR IMMIGRANT 
PARENTS.  
 
1) Name……………….. 
2) Occupation………………. 
3) Year of immigration to South Africa  
4) Gender 
5) Age group: 20-30: 30- 40: 40-50: 50 and above  
6) Date: 
7) Venue: 
 
Personal questions 
8) Why did you come to South Africa?  
9) What is your profession? 
10) What were some of your expectations before coming to South Africa? 
11) Do you think these expectations have been met? Why? Why not? 
12) What are some of your challenges as an immigrant in South Africa? 
 
Literacy practices  
13) Which languages do you speak at home to your children? 
14) How do your children cope with English as the language of instruction at school? 
15) Do your children enjoy schooling in South Africa? 
16) How do you as a parent support your children with their school work?  
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17) Do you think what you teach your children at home can help them at school? 
18) Do you sometimes test them on what they have learnt at school?  
19) Which books do you have available for your children to read at home? 
20) Do you take your children to the library? 
21) Do you watch movies with them at home or do you go out to watch movies? 
22) Are they in French or English? 
23) Do you attend parents meetings in your children school. Why/Why not. 
 
Language questions 
24) Which languages do you speak to your children at home?  
25) Does your home language differ from the language of instruction in your children’s 
school? 
26) How does it feel not to be able to speak a language that everyone speaks?  
27) When were your children first exposed to English? 
28) If your children are having problems with English how do you help them? 
29) Are your children learning Afrikaans or any of the indigenous languages in South 
Africa? 
30) Do you think what you teach your children at home helps them at school? 
31) If yes, how will it help them? 
32) Do you as a parent think you have a role to play in your children’s education?  
33) Which games do you play with your children at home? 
34) Are the games in South Africa different from the ones in Cameroon? 
35) Do you attend school functions such as meetings, sporting activities in your 
children’s school? 
36) What do the teachers say about your children? 
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37) Are there any conflicts between you and the teachers? 
38) Is there anything else you expect from your children’s teachers? 
Cultural questions 
39) What how is the Cameroonian culture different or similar to that of South Africa? 
40) How do you help your children adapt to South Africa?  
41) What foods do you usually eat at home? 
 42) Are they different from the food in South Africa? 
43) Are there any social groups you belong to? 
44) Which activities do you have in such meetings? 
45) Are your children involved? 
46) What moral lessons do they learn from such gatherings? 
47) What is your religion? 
48) Any other thing you will like to comment on. 
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APPENDIX 4e: INTERVIEW TRANSCRIPT WITH YASMINA- 22 July 
                         2017 
 
 
Researcher:  What is your name? 
Yasmina:   My name is Yasmina. 
Researcher;  How old are you? 
Yasmina:  17 years 
Researcher:  Yasmina in what grade are you? 
Yasmina:   Grade ten 
Researcher:  What is your nationality? 
Yasmina:  I am a Cameroonian. 
Researcher:  Which school do you attend? 
Yasmina:   United church school. (UCS) 
Researcher:  So there is a church in your school? 
Yasmina:  It is a church school, they teach us everything, and we are having 
a school and a church at school. 
Researcher:  Where is this school? 
Yasmina:   At Yeoville. 
Researcher:  How long have you been living in South Africa? 
Yasmina:   Two years and some months 
Researcher:  Why did you come to South Africa? 
Yasmina:  I came because my mom wanted me to join the system of 
education here. I will say there are many opportunities here, in 
Cameroon it is hard but there are more opportunities here when 
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you finish school you can get a job with the subject you did. But 
in Cameroon it is really hard, really hard to get a proper job.  
Researcher:  What does your mom do for a living? 
Yasmina:   She is selling stuff from home. 
Researcher:  What sort of stuff? 
Yasmina:   Many things, body lotions from our country, oil, cooking oil 
Yasmina:   She sells also some things, the Congolese call it “fobou”.  
Researcher:  From which tribe are you in Cameroon? 
Yasmina:   I am from Bagate 
Researcher:  So you are Bamileke 
Researcher:  Why did your mom prefer you to be educated in South Africa? 
Yasmina:  I think it is because the education here is better than the one in 
Cameroon and she also wants me to live with her in South Africa. 
Rsearcher:   Are you happy living in South Africa. 
Yasmina:  I won’t say I am not happy I am happy because I can get good 
education, that is what we lack in Cameroon good education, and 
that’s the only thing I came here for, so I am happy because of 
my education. 
Researcher:  You just said the education system here is better than the one in 
Cameroon. Please, can you explain in what ways you think the 
education in South Africa is better than Cameroon? 
Yasmina:  Ok, in Cameroon I will say there is no care about students 
whether you come or you don’t come, whether you make an effort 
to pass or you don’t pass they don’t really care. Teachers and 
principals they don’t really care but here there is much care for 
the students, whenever you are not in school they try to see what 
happened, they are trying to know where you are, they’re trying 
to make you be in school but in Cameroon if you are not there 
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they don’t care, it is not their business. And I will also say school 
fees back in Cameroon it was only once whether you are in 
Primary or in high school it was only once a year, you buy your 
own school stuff and you pay once but here you must buy your 
books, you must pay fees every month, that is expensive very 
very expensive. In Cameroon schools are big but I won’t say the 
environment is ok for a school to be there, I will say there is much 
forest in the school, I am talking about the town where I grew 
up,but here they make sure their students are safe. 
Researcher:  Ok: Are you having some difficulties with school fees because you 
said the school fees in South Africa is a lot 
Yasmina:  Yes, we do have some difficulties because now they say we must 
buy our own books apart from the levy, and the school fees is 
every month. 
Researcher:  How much do you pay per month?  
Yasmina:   One thousand three hundred Rands. 
Interviewer:  So is this a public school 
Yasmina:   Yes. 
Rsearcher:   Which languages do you speak? 
Yasmina:   Is French and English, Bamileke and I am now learning Lingala 
Researcher:  So you are learning Lingala, why are you learning Lingala when 
you are not a Congolese? 
Yasmina:  It is not like I have decided to learn Lingala, it is because I am 
surrounded by Congolese people and whenever they are talking 
you want to know what they are saying. You see, my friends are 
Congolese. 
Researcher:  Where are they, do you go to the same school with them. 
Yasmina:  Yes I do, even at home neighbours are Congolese so whenever 
they are talking you want to know what they are saying. 
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Researcher:  So which other language do you speak we the Congolese 
Yasmina:   French. 
Researcher:  So can I say you are attracted to Congolese people because of 
French. 
Yamina:   Yes, that is it. 
Researcher:  That is interesting, so apart from Lingala are you learning any 
other language like isiZulu or isiXhosa. 
Yasmina:   No 
Researcher:  How were your first days in school in South Africa? 
Yasmina:  I could understand a little what they were saying but I couldn’t 
phrase a good sentence in English. It was kind of challenging like 
most of them said that new girl, they will be laughing at you. You 
don’t know what they are saying they will be talking their 
language, they will be saying stuff, you make a mistake they laugh 
instead of correcting you, so it was very challenging. There was a 
time I even wanted to give up, I did not want to go to school 
anymore because I was tired of people laughing at me and 
sometimes in school I even started crying. Ya, because it was 
very challenging. 
 
Yasmina: Umm some of them were teasing me because I didn’t know 
English, some of them were laughing at me because of my body 
size, some were ok, only South Africans were teasing me out of 
hundred there were 2% who were trying to help me but others 
were teasing me whenever I made a mistake they will laugh. 
Researcher:  How did you feel about not being able to speak English? 
Yasmina:  I also felt umm hurt, because every time, errr… I felt like tomorrow 
I have to go to school again listen to those people laugh and stuff 
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sometimes I felt I want to go back, I don’t want to come back to 
school again. 
Researcher:  Did the teacher offer you any help, did you put up your hand to 
say teacher I don’t understand you? 
Yasmina:  I didn’t on the first day, because when I entered the classroom on 
  first day they started making fun of me. 
Researcher:  So how did you learn English? 
Yasmina:  Actually, I first went to the recreation centre for English lessons 
here at Yeoville. Then second term I went to school. I learnt 
English by being surrounded by those who speak English and 
watching some cartoons in English, and also from my aunt who 
was here but she now went back. She bought me some 
dictionaries, and I used to attend extra classes with some 
teachers. That’s where they teach you little stuff, like body parts, 
greetings but I wasn’t still perfect, but as I mix with people I learn 
and I go to my dictionary, there is also my aunt her name is 
Majory, I go to her she teaches me some stuff , so that is how I 
learnt English. There were some Congolese children who speak 
French they will tell them to explain to me in French. 
Researcher:  So the Congolese children helped?  
Yasmina:  Ya they were the ones that helped me the most, because they 
knew I was not speaking English so they would come personally 
to me to explain things if I don’t understand. And then sometimes 
the teachers will come and say no French today so I was forced 
to hear. 
Researcher:  So you had extra English lessons with teachers in your school? 
Yasmina:   Yes, with my English teacher. 
Researcher:  Was that after school? 
Yasmina:   Yes 
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Researcher:  I can see that she is a good teacher eeh? 
Yasmina:   Yes she is a good teacher. 
Researcher:  Do you think that the education you had in Cameroon has helped 
you here? 
Yasmina:  Ummh…… I did some schooling in Cameroon, in Cameroon we 
do everything but it is not the same system like here, in High 
school they just touch on it, when you go deeper you learn more 
but here in grade ten you choose what you like and it makes it 
easier but in Cameroon you do not choose at this stage. 
Researcher:  So you were in the French system. 
Yasmina:   Yes, I was 
Researcher:  So how do you feel about that switch from being taught in French 
in Cameroon to English in South Africa?  
Yasmina:  I won’t say I feel bad because French is who I am. English is just 
a language, obviously I won’t remain in South Africa I will one day 
go back home so French is not only my language but French is 
me. You can’t go back home to say you will speak English, French 
is the most important because even people from the English 
section in Cameroon also speak French. So French is important. 
Researcher:  Please can I see your English exercise book.  
Yasmina: Ok,.I will show you before you go. 
Researcher:  Do you speak Afrikaans 
Yasmina:   No, I don’t understand it, I can write a bid but I can’t speak it 
Researcher:  Do you speak Zulu? 
Yasmina:   No, and I don’t see the importance of learning those languages. 
Researcher:  Why. 
Yasmina:  It is for South Africans, it is not gonna take me anywhere? Their 
language is not an international language the language we are 
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looking for nowadays is English and French. Even Afrikaans is 
spoken in South Africa. Ya, that is the thing. 
Researcher:  Do you get along with your South Africans peers in school? 
Yasmina:  Yes, I do not get along with them, you must not show them that 
when they talk you have to keep quiet, ya for them before they 
give you some respect, whenever they say “hey” don’t let the hey 
go. Because they gonna think whenever they say hey you 
wouldn’t answer them, so don’t let the “hey” go because they 
gonna say it again. Talk back to them to show them that you are 
not scared of them at all and you are the same. They can’t do you 
anything, then they gonna give you some respect. 
Researcher:  So you socialise with them 
Yasmina:   Yes we do socialise together. 
Researcher:  How do you feel when your friends start speaking in other 
languages that you do not understand? 
Yasmina: Actually I won’t say they are my friends because I only have two 
friends who are all from Congo, Valerie and Vanessa. So I stay 
only with them, with the SA peers I only say hi to them and in 
class whenever I need help or when they need hep they ask me.  
Researcher:  But why, are you not supposed to be together. Do you think it is 
normal? 
Yasmina:  I think it is normal because they also don’t like to stay with 
Congolese. Or French people. They don’t like sitting with us they 
rather sit with their people and speak their languages but it is not 
racism. But the thing is, at break you want to be with your friends, 
you want to be with someone who understands you the way that 
you are more open. 
Researcher:  Ok thank you so much. How did you learn to read in English? 
Yasmina:   My English teacher taught me how to read in English, 
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Researcher:   Please, describe the process to me 
Yasmina:  It was like, how can I say, how can I put it…. she used to say just 
read what you see, read what you see, don’t say because it is 
English you try to read in a particular way just read what you see 
and the more you read it you will understand it, and take the 
alphabets and put them together. And she always say where ever 
you go just take what you see and read it. 
Researcher:  So have you noticed some differences between French and 
English? 
Yasmina:  Yes, there are many differences because in French /A/ is /ae/ and 
the pronunciation is different and whenever a French person 
speaks English you can see that this is a French person. Its two 
different languages, all apart. 
Researcher:  How did your mum assists you learning English? 
Yasmina:  Yes, she did assisted me by not speaking French first of all, 
strictly not allowing it at home. 
Reseacher:   Really! is that what she did? 
Yasmina:  Yes, when I came and I started the English classes she stopped 
speaking French to me at all, it was only English whether I 
understand it or not it was only English, that’s how she helped me. 
Because she said whenever you speak French when you want to 
learn English you will not learn English because you only turn to 
speak French. She said to the people in my compound that they 
shouldn’t speak French to me only English even if I speak French 
to them they should answer in English. 
Researcher:  Ok, so now at home if your mom enters she will speak to you in 
English. 
Yasmina:  No, now she has gone back to French but I speak English, she is 
even angry with me for doing that, you see now I got stuck, 
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sometimes when I speak French. I can’t speak with her without 
some English coming out, so I always mix the two languages. 
Researcher:  Who helps you at home with school work? 
Yasmina:   Mom, 
Researcher:  Is your mom good in English? 
Yasmina:  Actually she is not that good she use to teach me what she knows 
and what she doesn’t she calls for my aunt but now hahaha I am 
the one teaching her. 
Researcher:  That’s great so you can now teach your mom certain things in 
English. 
Researcher:  Why do you think it is important to speak English? 
Yasmina:   English is important because it is recommended all over. 
Reearcher:   And French? 
Yasmina:   It is also important. 
Researcher:  Have you ever heard of the word xenophobia? 
Yasmina:   Yes. 
Researcher:  What does it mean to you? 
Yasmina:  Xenophobia is like people from this country start chasing 
foreigners because they think the foreigners are taking their jobs. 
Researcher:  Have you ever experience that in school or anywhere in South 
Africa? 
Yasmina:   No not in school or shops. 
Researcher:  What is your religion? 
Yasmina:   I am a Christian. 
Researcher:  What role does religion plays in your life? 
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Yasmina:  A big role because without your religion you don’t know who you 
are. 
Researcher:  And what does Christianity teaches you? 
Yasmina:  Loving, knowing how to share, truth. I learnt that you have to wait 
on God for anything you need. 
Researcher:  Do you go to the library? 
Yasmina:   Yes, I do go to the library.  
Yasmina:  Actually in our school during English time they will go to the library 
with you and get a book to read and improve on you English. 
Researcher:  What books do you read? 
Yasmina:   School books, Gospel books. 
Researcher:  How many twice a week? 
Yasmina:   Once a week. 
Researcher:  How will you rate your English? 
Yasmina:   I will say five on ten 
Researcher:  And when you came? 
Yasmina:   When I came I will say two on ten 
Researcher:  How were your results in English?  
Yasmina:   It wasn’t good. 
Researcher:  The year I came here 2016 I went to grade 9 for term 2, the first 
time I got 30 percent, the second time I got 40 but I didn’t go the  
next grade because my English was still not good. 
Yasmina:   I repeated grade nine 2016, But now I am in grade ten 
Researcher:  So which subjects do you specialise in? 
Yasmina:   I do economics 
Researcher:  What do you want to become after you complete school? 
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Yasmina: I will open my own business, like perfume business, or salon or 
bakery 
Researcher:  Open your own business! I can see you are a strong woman like 
your mom, where did you get the inspiration, is it your mommy 
giving you that inspiration 
Yasmina:  No, She is against it because she doesn’t want me to start selling 
like her. 
Yasmina:   But I intend to produce perfumes and own my own bakery and 
stuff. 
Researcher:  Do you have some friends who are Zulu, speakers? 
Yasmina:   I won’t say friends I will say classmates, Yes I have some of them 
Researcher:   Do they switch to other languages when you sit in their groups? 
Yasmina:  Yes, Now that they know I understand English they rather speak 
other languages. It’s just like when you come in the group, they 
were talking in English when they saw you they just change, now 
you feel they are talking about you, you feel uncomfortable. 
Researcher:  Don’t you tell them this is not good? 
Yasmina:  Yes I do, actually they tell you it’s a free country so they can speak 
in any language of their choice. 
Researcher:  And how do you feel about it. 
Yasmina:  I really feel bad, sometimes I feel what sort of place is this, I feel 
left out. 
Researcher:  How do you assist your mom at home. 
Yasmina:  My mom left to South Africa when I was still young so my grand 
mom taught me how to grow up fast, I used to wash the clothes 
and cook I was the mother of the house. 
Researcher:  Can you describe your daily activities to me? 
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Yasmina:  I wake up at six I go, when I come back at 3:30 I have to clean, 
cook and take care of my younger brother. 
Researcher:  How would you describe your culture? 
Yasmina:  My culture is beautiful, our dance, language our humour, love, we 
have our ancestors culture is something that shows your inner 
part. 
Researcher:  Do you still practice this culture in South Africa? 
Yasmina:  Ya with my mom we tell each other stories, we put music of our 
culture and dance we wear our traditional clothes we are not 
ashamed to say that’s who we are. 
Researcher:  What values do your parents teach you at home? 
Yasmina:  Respect yourself and others, don’t show fake love be patient, 
learn how to say no when is no and yes when to say yes. 
Researcher:  And how do you find your South African peers? 
Yasmina:  (Hahaha)… it is not decent for a lady to dress and her belly is 
outside. My grand mom told her if you do that somebody curses 
you don’t cry here it’s strange to see people dress like that. Here 
one cannot talk they tell you it is a free country. Some of them 
don’t have any shame. When they say South Africa has a lot of 
teenage pregnancy I am not surprised. 
Some of them very rude and disrespectful, like Thando but if you 
do that in Cameroon they will folk you. Sometimes I think why they 
don’t folk people here but they say it’s a free country. Their 
punishment here is you will stay here still two o’clock, 
Researcher:  Do you have a cell phone to communicate with the rest of the 
family back home. 
Yasmina:  I have a cell phone and I am on whatsup to chat with my family 
back home. 
Researcher:  Thank you so much for your time. 
